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ABSTRACT 

Presented  are  papers  and  programs  generated  as  part 
of  a  Hadison,  Wisconsin  project  to  develop  a  public  school 
educational  program  for  severely  handicapped  students.  Three 
introductory  papers  deal  with  topics  such  as  teacher  training, 
litigation  over  questions  of  overinclnsion  and  overexclusion,  and 
what  the  practitioner  needs  from  the  researcher  to  develop  public 
school  programs  for  low-functioning  individuals.  Four  language  and 
reading  skill  programs  are  reported  on  the  following  topics:  teaching 
pronouns,  developing  chart  story  reading  skills,  and  improving 
reading  comprehension.  In  the  area  of  math,  a  developmental  math 
skill  sequence  and  a  method  for  teaching  students  to  solve  addition 
problems  are  provided.  Three  papers  on  development  of  independent 
community  living  skills  include  an  instructional  model  for  developing 
home  living  skills,  a  family-life  curriculum,  and  a  method  for 
teaching  use  of  the  telephone.  Also  included  are  a  paper  on  training 
parents  in  child  management  and  one  on  increasing  the  speech 
intensity  of  a  retarded-emotionally  disturbed  student.  (LS) 
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Presented  in  the  following  pages  is  the  fourth  in  a  series  of  volumes 
produced  by  the  Madison  Public  Schools,  which  chronicles  the  development*  and 
implementation  of  qualic>  educational  programs  for  severely  handicapped 
students. 

We  believe  that  these  volumes  reflect  a  continual  evolution  of  instruc- 
tual  programs  and  the  behavioral  repertoires  of  students.    Those  evolutions 
are  interdependent.    That  is,  increased  sop^  '-^tication  in  instructional 
programming  has  expanded  the  behavioral  repertoire  of  students,  whiles  their 
expanded  repertoires  have  necessitated  the  continual  refinement  of  the 
instructional  programming.    It  is  hoped  thess  evolutions  will  culminate  in 
instructional  programs  which  will  enable  students  with  mimimum  entering 
abilities  to  achieve  competencies  in  vital  skill  areas. 

Recent  litigation  and  legislation  has  clearly  established  that  public 
school  systems  are  responsible  for  the  education  of  severely  handicapped 
individuals  within  their  jurisdiction.    In  many  areas  of  this  country  the 
law  requires  that  educational  service  be  made  available  to  all  severely 
handicapped  students  between  the  ages  of  3  and  21.    Thus,  severely  handicapped 
students  could  potentially  require  public  school  programs  which  span  18  yeara. 
It  is  our  philosophy  that  these  persons  should  remain  within  their  community 
and  function  as  independently  and  productively  as  possible.    Since  the 
public  schools  have  such  a  long  term  involvement  with  these  individuals,  the 
tnrrWff  is  upon  them  for  attainment  of  this  goal. 

To  achieve  the  goal  of  independence  within  the  community  it  will  be 
necessary  to  develop  a  scope  end  sequence  encompassinti  various  skill  areas 
and  spanning  at  least  18  years.    The  effectiveness  of  the  programs  comprising 


such  a  scope  and  sequence  must  be  empirically  verified  to  insure  their 
efficacy. 

It  is  our  fundamental  contention  that  viable  instructional  programs 
and  service  delivery  systems  must  evolve  from  tie  students*  performances 
in  the  classroom.    It  is  only  by  focusing  upon  the  classroom  that  the  needs 
of  the  students  can  be  In  fact  be  met.    Thus,  the  essence*  of  quality  educa- 
tional programming  is  not  buildings,  books,  and  buses  but  is  the  classroom 
teacher.    The  papers  and  programs  presented  herein  are  a  sampling  of  those 
iirplemented  during  the  past  instructional  year  by  teachers  in  the  Madison 
Public  School  System  as  we  continue  to  Implement  this  philosophy. 


L.B. 
W.W. 
T.C. 


DEVELOPING  PROGRAMS  FOR  SEVERELY  HANDICAPPED  STUDENTS: 
TEACHER  TRAINING  AND  CLASSROOM  INSTRUCTION 


Lou  Brovm  and  Robert  York 
University  of  Wisconsin  and  Madison  Public  Schools 


Programming  for  the  Severely  Handicapped 

This  paper  is  intended  to  relate  to  some  of  the  problems  confronting 
those  persons  who  are  attempting,  through  the  preparation  of  personnel,  to 
generate  quality  services  for  severely  handicapped  students.    In  the  recent 
past  there  nave  been  several  events  of  vital  importance  to  the  nature  of 
services  available  to  severely  handicapped  students.    These  events  may  be 
referred  to  as  judicial-legislative  actions.    For  a  more  historical  and 
technical  treatment  of  these  judicial-legislative  actions,  the  reader  is 
referred  to  Gilhool  (1973),  Lippman  and  Goldberg  (1973),  and  Schwartz (1973), 
Our  admittedly  unsophisticated  interpretation  of  these  events  goes  something 
like  this.    Children  need  to  be  included  in,  not  excluded  from,  public 
school  programs  because  they  are  "too  something  or  other,"   That  is,  too 
custodial,  too  retarded,  too  disturbed,  too  autistic,  too  nonambulatory,  too 
sick,  etc.    The  parents  and  friends  of  severely  handicapped  children  realized 
this,  obtained  counsel,  and  asked  a  group  of  judges  for  reasons  why  some 
children  could  go  to  school  a)id  other  children  could  not.    The  judges  found 
the  reasons  offered  by  others  inadequate  (e.g.,  no  money,  no  room,  no  teachers, 
can't  benefit)  and  ruled  that  all  children  should  have  equal  access  to  public 
services.    That  is,  if  one  child  is  entitled  to  a  free  public  education,  then 
all  children  are  entitled  to  such  a  service. 

Once  one  group  of  judges  decided  that  all  children  had  a  right  to  the 
same  public  services,  it  became  apparent  that  other  judges  in  similar  cases 
would  probably  reach  the  same  conclusion.    Thus,  many  state  legislatures, 
involved  in  or  anticipating  similar  litigation,  enacted  laws  providing  for 
free  public  education  for  all  children  within  their  borders  (e,g,,  Washington, 
Wisconsin,  and  Michigan),    Our  purpose  here  is  not  to  delineate  the  import- 
ant and  at  times  devastating  implications  of  such  comprehensive  legislative 
and  judicial  actions.    Rather  we  are  assuming  that  in  the  very  near  future 
all  children  in  thft  nation,  regardless  of  level  of  functioning,  will  have 
access  to  a  free  public  education.    Thus,  in  our  judgment,  the  issue  now  be- 
comes how  can  we  provide  the  best  possible  developmental  services  to  the 
lowest  functioning  children  in  our  society. 


This  paper  was  supported  by  Grant  No,  OEG-0-73-6137  to  the  University  of  Wis- 
consin-Madison  from  the  Department  of  HEW,  Bureau  of  Education  for  the  Handi* 
capped.  Division  of  Training  Programs,  Washington,  D,  C,    Originally,  this 
paper  was  published  in  FOCUS  ON  EXCEPTIONAL  CHILDREN,  Volume  6  Number  2 
April  1974,    It  is  reproduced  here  with  the  kind  permission  of  the  Love 
Publishing  Company,  Denver,  Colorado, 


Obviously,  if  a  lari;e  number  of  severt^ly  handicapped  children  will  be 
provided  for  in  public  .school  settings,  a  larjje  number  of  special  educators 
will  be  needed  to  develop  and  implement  instructional  projjrams  for  these  newly 
acknowledged  students.    For  the  past  several  years,  the  writers  and  their 
colleagues  have  been  attempting  to  prepare  teachers  who  have  the  technologi- 
cal repertoires  necessary  to  provide  reasonable  instructional  services  to 
these  students  both  in  public  school  and  in  residential  settings.    In  the 
sections  that  follow  we  will  attempt  to  delineate  several  of  the  basic  com- 
ponents of  an  evolving  teacher  training  model  that  wo  have  found  useful. 


yiio  are  Severely  Handicapped  Students? 

The  generic  term  "severely  handicapped"  as  it  is  used  here  refers  to 
children  who  have  been  given  such  labels  as  "low  functioning,"  "trainable 
retarded,"  "severely  emotionally  disturbed,"  "severely  retarded,"  "psycho- 
tic," "autistic,"  "custodial,"  "developmental ly  young,"  "schizophrenic, 
"subtrainable,"  "dependent,"  "multiply  handicapped,"  "vegetables,"  and  the 
like.    Many  of  these  children,  until  recently,  have  been  excluded  from  public 
school  programs  because  of  various  social,  sensory-motor,  behavioral,  and 
intellectual  deficits.    Perhaps,  more  specifically,  "severely  handicapped" 

...includes  students  who  are  not  toilet  trained;  aggress  toward  others; 
do  not  atcend  to  even  Che  most  pronounced  social  stimuli;  self-mutilate; 
ruminate;  self-stimulate;  do  not  walk,  speak,  hear,  or  see;  manifest 
durable  and  intense  temper  tantrums;  arc  not  under  even  the  most  rudi- 
mentary forms  of  verbal  control;  do  not  imitate;  manifest  minimally 
controlled  seizures;  and/or  have  extremely  brittle  medical  existences. 
(Sontag,  Burke,  and  York,  1973) 

It  should  be  noted  that  the  term  severely  handicapped,  as  it  is  used 
here,  did  not  amanate  from  a  scholarly  treatment  of  complex  and  dynamic 
categorical  parameters  germane  to  the  categorization  of  children,  but  as  a 
result  of  other  more  banal  experiences.    Namely,  if  students  do  not  speak, 
follow  directions,  imitate,  play  with  peers,  control  their  own  behavior, 
etc.,  they  are  severely  handicapped  in  their  ability  to  function  in  society 
and  need  to  be  taught  such  skills  to  do  so.    Given  the  developmental  level 
of  current  assessment  instruments  and  inferential  measurement,  we  find  little 
instructional  validity  in  such  terms  as  autistic,  severely  retarded,  or  low 
functioning.    Therefore,  we  have  chosen  to  refer  to  such  individuals  as 
"severely  handicapped."    It  should  be  realized  that  the  term  is  for  the  most 
part  relevant  to  instructional  programming  and  simply  provides  a  generic 
name  for  the  population  of  individuals  discussed  here.    In  the  public  school 
classrooms  in  which  we  are  in^^olved,  almost  every  diagnostic  label  imaginable 
can  be  found  by  searching  students'  cumulative  records.    Tn  addition,  these 
individuals  have  spent  time  in  nearly  every  type  of  service  delivery  system 
available  fe.g.,  institutions  for  the  mentally  retarded,  mentally  ill,  and 
emotionally  disturbed;  local  ARC  programs;  private  schools  for  exceptional 
children) . 

Thus,  we  have  found  it  expedient  to  classify  students  into  two  social 
and  academic  functioning  levels:    mild  and  severe.    The  discrimination  pro- 
blems attendant  to  delineating  tiie  presumed  differences  between  "emotionally 
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disturbed,"  "mentally  retarded,"  or  "learning  disabled"  students  can  now  be 
focused  upon  the  differences  between  "mild"  and  "severe."    However,  such 
problems  are  in  the  hands  of  school  psychologists,  social  workers,  and  ad- 
ministrators -  with  teacher  attention  being  focused  upon  grouping  and  in- 
structing children  along  relevant  educational  dimensions. 


The  Problem  of  Selection  and  Recruitment 

Wlien  attempting  to  develop  a  college  or  university  based  training  pro- 
gram for  teachers  of  severely  handicapped  students,  there  are  several  inher- 
ent impediments  that  must  be  confronted. 

First,  extremely  few  college  students  have  had  exposure  to  severely 
handicapped  children  prior  to  entering  college.    Unfortunately,  this  lack  of 
exposure  in  many  cases  results  in  people  not  even  knowing  that  such  children 
exist.    Second,  there  are  very  few  college  students  who  start  their  careers 
with  a  strong  inclination  toward  becoming  teachers  of  severely  handicapped 
students.    Third,  there  seems  to  be  a  pecking  order  within  special  education. 
That  is,  it  is  apparently  more  glamorous  for  college  students  to  manifest 
interest  in  becoming  teachers  of  emotionally  disturbed  students  or  childre»i 
with  special  learning  disabilities  that  it  is  for  them  to  declare  interest 
in  becoming  teachers  of  severely  handicapped  students.    Fourth,  even  though 
a  person  does  manifest  an  interest  in  working  with  severely  handicapped 
students,  it  does  not  necessarily  mean  that  he  or  she  will  be  an  effective 
teacher.    That  is,  there  are  people  who  have  a  mongoloid  uncle  or  who  have 
heard  that  there  are  going  to  be  jobs  open  in  the  future  for  teachers  of 
severely  handicapped  children  and  base  their  career  decisions  accordingly. 
We  have  found  very  little  predictive  validity  in  such  factors. 

Obviously,  we  have  encountered  such  barriers  and  over  a  period  of  years 
have  evolved  compensatory  actions  that  might  be  of  interest  to  others.  First, 
we  offer  a  relatively  large  lecture  course  entitled  "Introduction  to  Mental 
Retardation."    Usually  about  75-100  students  enroll  in  this  course  each 
semester.    The  course  is  structured  in  such  a  way  that  students  have  an  op- 
tion of  working  with  severely  handicapped  persons  or  taking  standard  univer- 
sity type  tests.    Over  the  past  8  semesters,  99.9  percent  of  the  students 
who  have  taken  the  course  have  chosen  to  work  with  severely  handicapped 
persons^    Some  of  the  settings  in  which  these  students  work  are  in  schools 
operated  by  the  Madison  Area  Association  for  Retarded  Citizens  (programs  for 
preschool  and  post  school  age  persons).  Central  Wisconsin  Colony  (a  residen- 
tial facility  for  severely  and  profoundly  retarded  persons  ranging  in  age 
from  birth  to  ages  50-60),  the  Madison  Public  Schools,  and  a  local  nursing 
home  for  retarded  adults. 

Two  of  the  few  criteria  of  these  practicim  placements  are  (1)  that  the 
students  work  with  professionals  at  the  various  facilities,  and  (2)  that  they 
make  at  least  2  trips  per  week  for  at  least  1  1/2  hours  per  trip.    After  these 
practicum  placements  are  arranged,  those  responsible  for  teaching  the  course 
visit  the  various  facilities  and  talk  to  the  professionals  about  the  per- 
formance and  .:apabilities  of  the  university  students  under  their  supervision. 
The  basic  question  asked  of  the  professionals  in  the  various  facilities  is 
"Who  do  you  have  that  in  your  judgment  will  be  a  good  teacher  of  severely 
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handicapped  students?**    Responses  to  such  a  question  usually  result  in  a  list 
of  about  40-45  students.    The  professor  in  charge  of  the  course  then  invites 
those  delineated  individually  or  in  small  groups  to  his  office  for  coffee, 
etc.,  to  discuss  the  possibilities  of  pursuing  a  career  as  a  teacher  of 
severely  handicapped  students.    Usually,  about  15  students  per  semester  come 
to  realize  that  what  they  have  always  wanted  was  a  career  teaching  severely 
handicapped  students.    Obviously,  the  interaction  between  the  recruiting 
professor  and  the  student  is  crucial.    However,  the  exact  content  of  the 
conversations  is  perhaps  inappropriate  for  presentation  here.    The  point  is 
that  this  is  one  vehicle  that  might  be  used  to  select  and  recruit  potential 
teachers.    Certainly  there  are  other  approaches,  and  we  are  sure  that  as 
preparation  programs  designed  to  train  teachers    of  severely  handicapped 
students  develop  over  the  country  other  vehicles  will  evolve. 


The  Need  for  Pre-'License  Practicum  Involvement 

Most  children,  even  mildly  handicapped  children  (i.e.,  children  with 
learning  disabilities,  educably  mentally  retarded,  and  mildly  emotionally 
disturbed  children!,  come  to  school  with  reasonably  well  developed  behavioral 
repertoires.    That  is,  most  students  come  to  school  toilet  trained,  with  the 
ability  to  speak  in  varying  degrees  of  fluency,  with  the  ability  to  follow 
complex  verbal  directions,  with  the  ability  to  play  with  peers  with  minimal 
supervision,  with  relatively  complex  receptive  language  skills,  and  with 
some  ability  to  work  alone  in  a  constructive  manner.    Thus,  teachers  or  nor- 
mal and  mildly  handicapped  children  have  many  valuable  social  and  emotional 
foundations  upon  which  they  can  base  their  instructional  systems.    In  addi- 
tion, as  teachers  have  usually  been  playing  with  and  otherwise  relating  to 
children  throughout  their  lives,  there  are  many  skills  that  teachers  have 
acquired  that  are  directly  relevant  to  the  job  requirements  needed  for  teach- 
ing mildly  handicapped  or  normal  children. 

Obviously,  all  children  are  alike  in  some  ways  and,  obviously,  all 
children  are  uniquely  individual  in  some  ways.    Unfortunately,  severely 
handicapped  children  in  many  ways  are  dramatically  different  from  their  age 
peers.    Thus,  teachers  of  severely  handicapped  children  require  different 
teacher-child  interaction  skills.    For  example,  such  general  approaches  like 
"He'll  grow  out  of  it."  "She'll  learn  to  do  it  another  way."  "Just  leave  him 
alone."  "You  have  to  give  her  time."  etc.,  arc  simply  not  applicable. 
Severely  handicapped  children  may  never  "grow  out  of  it,"  and  they  may 
never  "try  another  way."    Thus,  we  have  found  it  necessary  to  provide  teachers 
in  training  with  intense  and  durable  experiences  with  severely  handicapped 
children.    Several  of  the  specifics  related  to  these  experiences  are  pre- 
sented in  another  section  of  this  paper.    Perhaps  it  is  appropriate  here  to 
present  in  outline  form  the  structure  of  a  typical  pre-license  practicum 
sequence. 

First,  a  student  will  spend  at  least  3  hours  per  week  working  under 
professional  supervision,  usually  in  a  non-public  school  setting,  for  16 
weeks  or  a  total  of  48  contact  hours.    Subsequently,  students  will  spend  4 
hours  per  day,  5  days  per  week  for  16  weeks  or  a  total  of  320  contact  hours 
in  a  public  school  classroom  for  severely  handicapped  students  as  part  of  a 
pre-practice  teaching  "methods  course."    Finally,  students  will  spend  4  hours 
per  day,  5  days  per  week  for  16  weeks  as  a  "practice  teacher"  in  a  public 
school  classroom  for  severely  handicapped  studotnts.    Thus,  across  3  semesters 
PR?r        ^  student  will  spend  approximately  680  contact  hours  with  severely  handi- 
capped  students  under  the  supervision  of  various  professionals. 
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Such  a  durable  and  intense  practicum  sequence  is  certainly  not  unique 
to  special  education  nor  is  it  a  guarantee  chat  a  student  will  acquire  the 
skills  necessary  to  perform  well  as  a  teacher.    However,  in  our  judgment, 
this  kind  of  sequence  and  involvement  is  at  least  necessary,  however  insuf- 
ficient. 


A  Working  Definition  of  Teaching 

In  an  attempt  to  deemphasize  the  tendency  to  focus  on  aspects  of  severely 
handicapped  students  that  classroom  instructional  personnel  can  do  little  if 
anything  about  (e.g.,  genes,  brains,  prenatal  experiences,  poor  protoplasm), 
we  have  evolved  a  tentative  definition  of  teaching. 

Severely  handicapped  children  are  considered  severely  handicapped  be- 
cause they  cannot  perform  skills  that  other  children  can  perform.    The  de- 
pendent variables  in  an  instructional  setting  are  changes  in  the  behavioral 
repertoires  of  the  students.    Thus,  teaching  refers  to  or  may  be  defined  as 
the  creation  or  arrangement  of  an  env'ronment  that  produces  specified  changes 
in  the  behavioral  repertoires  of  the  studenTs^    This  definition,  of  course, 
is  an  extreme  oversimplification  of  a  complex  and  dynamic  construct  and  may 
have  little  if  any  utility  for  someone  teaching  poetry  to  gifted  adolescents. 
Nevertheless,  we  *  :ive  found  substantial  practical  value  in  such  a  definition 
for  at  least  the  following  reasons: 

1.  This  definition  requires  that  a  teacher  delineate  or  specify  pre- 
cisely the  responses  the  students  will  perform  that  they  are  not 
now  performing  in  the  presence  of  the  teacher.    In  effect,  the 
teacher  becomes  an  instructional  determinist. 

2.  This  definition  requires  that  a  teacher  delineate  or  specify  pre- 
cisely the  activities  or  behaviors  in  which  be  or  she  will  engage 
that  are  expected  to  enhance  the  behavioral  repertoires  of  the 
students.    In  effect,  the  teacher  becomes  an  instructional  environ- 
mentalist in  that  atte.ition  is  focused  almost  exclusively  on  factors 
in  the  instructional  environment  (outside  the  body  of  the  student) 
that  the  teacher  can  in  some  degree  manipulate. 

3.  This  definition  requires  that  a  teacher  verify  the  existence  of 
changes  in  the  behavioral  repertoire?  of  the  students.    In  effect, 
the  teacher  becomes  an  instructional  empiricist  in  that  changes  in 
the  students  must  be  operationally  defined  and  sensed.^ 

Thus,  in  our  view,  it  seems  reasonable  to  require  a  teacher  of  severely  han- 
dicapped students  (1)  to  specify  what  responses,  skills,  concepts,  etc., 
he  or  she  intends  for  the  student  to  acquire,  (2)  to  specity  how  he  or  she 
ir.cends  to  impart  such  responses,  skills,  concepts »  etc.,  and  (3)  to  measure 
whether  or  not  the  students  have  the  responses,  skills,  concepts,  etc.,"Tn 
their  bshavioral  repertoires. 


2,    For  a  further  discussion  of  instructional  determinism,  environmental ism, 
and  empiricism,  the  reader  is  referred  to  Brown,  1973. 
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On  the  other  hand^  the  reader  should  be  forewarned  that  when  teachers 
of  severely  handicapped  students  attempt  to  adhere  to  the  criteria  of  this 
particular  definition  of  teaching  they  are  assuming  an  unusual  instructional 
responsibility.    That  is,  they  cannot  claim  or  continue  to  claim  the  title 
of  teacher  until  they  have  demonstrated  that  they  have  induced  students  to 
acquire  skills  or  continue  to  induce  students  to  acquire  skills  that  they 
have  not  manifested  previously.    In  other  words  "if  I  cannot  engage  in  acti- 
vities that  result  in  changes  in  the  repertoires  of  my  students,  I  cannot 
claim  to  be  a  .eacher.*' 


Instructional  Competencies 

If  a  teacher  adheres  to  the  criteria  of  the  definition  of  teaching  pre- 
sented above  (i.e.,  teaching  is  changing  students  in  demonstrable  ways),  . 
then  an  instructional  repertoire  of  behavioral  competencies  becomes  crucial. 
Potential  teachers  can  accure  grade  point  averages  of  4.0,  they  can  talk  in 
university  seminars  for  hours  about  changing  society,  changing  schools,  re- 
lating to  children,  grasping  the  fundamentally  transcendental  nature  of 
emotive  child-teacher  interactions,  etc.,  but  they  cannot  claim  to  be  teachers 
until  they  have  changed  students  in  demonstrable  ways. 

While  the  quest  for  competency  based  models  of  instruction  has  been  pre- 
sent in  education  for  centuries,  several  factors  have  contributed  to  unusual 
recent  concern.    First,  there  is  less  of  a  shortage  of  licensed  teachers  now 
than  ever  before.    Thus,  mimy  persons  are  less  concerned  with  quantity  and 
filling  orders.    Second,  recent  conceptual  and  empirical  developments  in  the 
business  community  and  in  certain  Federal  government  programs  (e.g.,  the 
space  program)  related  to  systems  analysis  approaches  to  problem  solving 
have  permeated  the  thinking  of  many  school  administrators  in  the  form  of 
'•management  by  objective  contracts"  (Vergason,  1973).    This  management  by 
objectives  approach  is  now  becoming  discernable  in  relation  to  the  perfor- 
mance of  teachers  in  classrooms.    Third,  the  general  mood  of  the  country  in 
the  1970s  both  politically  and  economically  has  shifted  to  the  right  of  the 
general  mood  of  the  1960s.    This  mood  swing  has  brought  to  the  fore  ideas 
that  many  educators  find  disconcerting  to  say  the  least.    Such  concepts  as 
cost-effectiveness,  accountability,  behavioral  objectives,  and  long  range 
manpower  needs  have  put  new  pressures  upon  school  administrators,  teachers, 
and  teacher  training  institutions.    Competency  based  teacher  training  models 
are  but  one  of  the  manifestations  of  these  new  pressures. 

One  view  of  an  instructional  competency  is  as  follows:    an  instructional 
competency  is  a  set  of  behaviors  a  teacher  engages  in  that  result  in  empiri- 
cally verifiable  changes  in  the  behavioral  repertoires  of  the  students  in 
his  or  her  charge.    For  example,  assume  that  a  teacher  determines  that  a 
student    should  demonstrate  the  skill  of  correctly  adding  any  2  numerals  that 
total  10  or  less  (predictable  change).    The  teacher  then  must  arrange  an 
instructional  environment  (engage  in  behaviors)  that  results  in  the  stu- 
dent's performing  such  skills.    If  the  student  does  not  perform  the  skills, 
then  it  must  be  assumed  that  the  teacher  does  not  have  the  competencies 
necessary  to  teach  them.    Stated  another  way,  "the  person  cannot  claim  to 
have  taught  because  it  has  not  been  demonstrated  that  anything  was  changed." 
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If  this  view  of  instructional  competencies  is  imposed  upon  teacher 
training  institutions,  several  interesting  phenomena  might  occur.    It  is  the 
rare  teacher  training  institution  indeed  that  claims  to  produce  incompetent 
teachers.    If  the  training  institution  claims  to  produce  competent  teachers, 
then  it  is  responsible  for  empirically  verifying  the  specific  competencies 
a  particular  teacher  has  acquired.    If  training  institutions  opt  for  com- 
petencies as  they  have  been  described  here,  then  most  paper-pencil  tests  of 
competencies  are  irrelevant.    Thus,  potential  teachers  must  be  able  to  de- 
monstrate that  they  can  change  public  school  students  in  prescribed  ways 
before  they  receive  a  license  to  teach.    Just  as  parents  have  the  right  to 
expect  that  physicians  have  demonstrated  skills  necessary  to  cure  certain 
ailments  before  the  physician  is  exposed  to  their  children,  parents  have 
the  right  to  expect  that  teachers  have  demonstrated  skills  necessary  to 
teach  before  the  teacher  is  exposed  to  their  children. 

The  position  proposed  here  is  that  severely  handicapped  students  are 
often  dramatically  different,  if  only  in  degree,  from  mildly  handicapped 
students  and  thus  need  teachers  with  different  competencies.    For  example, 
most  severely  handicapped  students  manifest  severe  speech  and  language  de- 
ficits, severe  behavioral  management  problems,  severe  imitation  deficits, 
severe  academic  skill  acquisition  deficits.    Thus,  a  competency  based  train- 
ing model  must  require  that  potential  teachers  have  demonstrated  that  they 
have  taught  severely  handicapped  students  to  speak,  to  communicate,  to  imi- 
tate, to  perform  basic  academic  skills,  to  behave  appropriately,  etc., 
prior  to  obtaining  a  teaching  license. 

Perhaps  a  quote  from  Sontag,  Burke,  and  York  (1973)  is  appropriate  here: 

In  our  view,  there  is  a  direct  relationship  between  the  level  of  the 
student's  disability  and  the  competencies  of  the  teachers,  i.e.,  the 
more  pronounced  the  level  of  disability,  the  more  specific  and  precise 
are  the  competencies  required  of  the  teachers.    Most  nonhandi capped  and 
mildly  handicapped  students  acquire  information  and  skills  from  many 
diverse  and  nebulous  sources:    parents,  teachers,  siblings,  peers,  TV, 
toys,  etc.    These  children  can  develop  in  spite  of  a  poor  teacher  or  an 
unconcerned  parent.    However,  severely  handicapped  students  have  not  been 
able  to  acquire  the  general  basic  skills  and  information  in  any  way,  from 
anyone,  or  anything.    Therefore,  unless  drastic  environmental  manipulations 
are  engineered,  severely  handicapped  students  will  not  be  able  to  acquire 
the  needed  general  basic  skills  and  information.    Procedures  that  are 
typically  used  by  parents,  TV  producers,  siblings,  and  most  classroom 
teachers  to  impart  skills  and  information  to  nonhandi capped  and  mildly 
handicapped  students  are  of  little  utility  with  severely  handicapped 
students. 

The  issue  then  becomes  ••What  competencies  are  needed  by  the  teachers  of 
severely  handicapped  students?**    In  our  view,  the  teachers'  competencies 
are  directly  related  to  the  instructional  problems  and  acquisition 
deficits  presented  by  the  students.    Thus,  if  the  students  are  not  toilet 
trained,  but  are  physically  capable  of  becoming  so,  the  teacher  must  have 
within  her  instructional  repertoire  an  applicable  technology  which  will 
result  in  such  students  becoming  toilet  trained.    If  students  are  non- 
imitative,  nonverbal,  and/or  do  not  attend  or  respond  to  social  stimuli, 
then  the  teacher  must  be  able  to  teach  the  students  to  speak,  imitate, 
and/or  relate  to  social  stimuli. 
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Concomitantly,  the  teachers  must  be  able  to  do  away  with  self-mutilating 
behavior,  stereotypies,  temper  tantrums,  and  various  escape  and  avoidance 
behaviors.    In  addition,  the  teachers  must  be  able  to  teach  the  students 
to  play  with  and  acquire  information  from  materials,  self-feed,  self-dress, 
ambulate,  write,  read,  compute,  etc.    Finally,  it  is  the  teacher  who  will 
be  the  major  source  of  practical  information  for  the  parents  of  the  stu- 
dents in  her  charge.    Thus,  the  teacher  must  be  able  to  function  as  an 
effective  parent-trainer. 

At  this  point  in  time,  it  is  a  rare  teacher  who  has  been  able  to  acquire 
ail  the  skills  needed  to  teach  severely  handicapped  students  merely  from 
the  experiences  obtained  in  his  or  her  college  level  special  education 
training  program.    Assuming  that  the  previous  statement  is  accurate,  then 
it  seems  logical  that  there  are  very  few  teachers  in  the  field  who  have 
the  competencies  to  teach  severely  handicapped  students  and  that  there 
are  very  few,  if  any,  teacher  training  programs  producing  teachers  with 
these  needed  competencies.    Thus,  most  of  the  new  classes  arranged  for 
these  students  will  be  staffed  by  untrained  teachers. 

During  the  past  five  years,  the  writers  and  their  colleagues  have  at 
various  times  drafted  lists  of  behavioral  competencies  without  which  a  teacher 
of  severely  handicapped  students  presumably  could  not  succeed.    A  detailed 
presentation  of  these  lists  is  obviously  inappropriate  for  inclusion  here. 
However,  it  might  be  fruitful  to  delineate  several  of  the  categories  that 
were  articulated. 


1.  Techniques  of  managing  severe  behavior  problems 

2.  Procedures  for  the  development  of  teacher  made  instructional  materials 

3.  The  engineering  of  physical  properties  of  classrooms 

4.  Basic  principles  of  acquisition  and  performance 

5.  Basic  principles  and  techniques  of  instructional  measurement 

6.  Basic  principles  of  imitation  training,  generalization,  discrimina- 
tion, and  maintenance 

7.  Basic  principles  of  task  analysis 

8.  Development  and  implementation  of  instructional  programs 

9.  Procedures  used  to  develop  curriculum  sequences 

It  should  be  noted  and  emphasized  that  this  is  only  a  partial  list  of 
categories  and  that  within  each  category  substantial  listings  of  behavioral 
competencies  are  mandatory.    Thus,  it  was  our  objective  to  produce  teachers 
with  demonstrated  behavioral  competencies  in  each  of  the  categories  listed 
above.    In  all  honesty  we  have  found  this  task  to  be  impossible.    That  is, 
we  have  been  incompetent  teacher  trainers  in  that  we  have  not  demonstrated 
that  our  students  could  perform  all  the  required  competencies  necessary  for 
the  provision  of  quality  instructional  services  to  severely  handicapped 
children.    Unfortunately,  we  have  had  to  resort  to  paper-pencil  and  verbal 
("Tell  us  what  you  would  do  if.  .  .••)  indications  of  potential  classroom  in- 
structional performance  (i.e.,  inferential  measurement). 


Components  of  an  Instructional  Program 


We  realize  that  in  presenting  this  model  of  teaching  severely  handicapped 
students  we  are  overrdmplifying  complex  multi-person  interactions.  Nevertheless, 
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we  have  found  it  advantageous  to  attempt  to  conceptualize  many  classroom 
activities  into  what  may  be  referred  to  as  instructional  programs.    As  in- 
structional program  in  our  view  may  be  conceptualized  as  consisting  of  at 
least  4  not  necessarily  mutually  exclusive  components:    content,  method , 
materials,  and  measurement . 

Content 

Content  refers  to  the  what  of  instruction.    That  is,  if  the  teacher 
asks  the  question  *'V/hat  do  I  want  a  student  to  be  able  to  do  that  he  could 
not  do  in  the  past?"  he  or  she  is  asking  a  content  question.    Content  refers 
to  specific  responses  students  might  make  when  presented  with  specified 
stimuli.    Most  available  "curriculum  guides"  are  composed  i.»rimarily  of  in- 
structional content  or  information  related  to  what  a  teacher  might  decide  to 
attempt  to  teach.    However,  rarely  do  curriculum  guides  contain  the  pre- 
cision in  content  delineation  mandatory  for  instructing  severely  handicapped 
students.    That  is,  such  guides  rarely  specify  the  specific  responses  to 
specific  stimuli  that  a  student  is  supposed  to  emit  and  what  criteria  or 
acceptable  level  of  performance  the  child  must  achieve  to  be  considered  to 
have  learned  a  task.    Such  precision  in  curriculum  delineation  is  not  new  to 
education  (Mager,  1962,  p.  12),  it  simply  has  not  been  utilized  in  the  vast 
majority  of  curriculum  guides. 

In  an  attempt  to  realize  precision  in  content  delineation,  we  have  found 
a  task  analysis  approach  quite  useful.    By  a  task  analysis  approach  we  mean 
that  at  some  point  in  time  a  teacher  takes  the  responsibility  of  determining 
what  responses  the  students  should  make.    This  determination  may  be  labeled 
the  terminal  objective.    Once  a  teacher  has  specified  a  terminal  objective, 
it  is  necessary  that  he  or  she  divide  the  objective  into  steps  or  components 
that  lead  from  responses  in  the  student's  present  behavioral  repertoire  to 
the  terminal  objective.    The  teacher  then  arranges  these  steps  in  a  series 
so  that  the  student's  progress  through  the  series  culminates  in  the  perfor- 
mance of  the  terminal  objective.    These  components  may  be  extremely  small 
bits  of  behavior  taught  separately  and  then  chained  together  into  the  ter- 
minal objective,  or  they  may  become  part  of  a  more  complex  response  as  soon 
as  they  are  acquired.    If,  for  example,  a  child  cannot  move  easily  from  step 
5  to  step  6,  then  step  6  may  be  too  demanding  and  perhaps  there  should  be  a 
step  S  1/2.    Increasingly  finer  breakdowns  (slicing)  of  the  curriculum  or 
the  elimination  of  unnecessary  steps  are  constant  aspects  of  the  task  analysis 
process  as  one  goes  from  the  teacher  constructed  task  analysis  to  the  task 
analysis  required  by  the  student  to  achieve  the  terminal  objective.  Bateman 
C1971)  describes  this  process  as  a  progression  from  a  logical  task  analysis 
(that  constructed  initially  by  the  teacher)  to  an  empirical  task  analysis 
(that  actually  necessary  for  the  student  to  perform  the  terminal  objective). 
Thus,  a  task  analysis  approach  is  always  a  dynamic  process  in  which  it  13 
most  likely  that  any  given  task  analysis  will  be  modified  for  individual 
students. 

The  following  is  an  example  of  a  task  analysis  currently  being  developed 
for  use  in  a  public  school  classroom  for  young  severely  handicapped  students 
(Swetlik,  1974).    This  task  analysis  emanated  from  two  teacher  observations. 
First,  it  was  observed  that  in  many  situations  requiring  expressive  or  recep- 
tive verbal  language  the  students  were  not  using  or  comprehending  personal 
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pronouns  appropriately.    Second,  the  students  did  not  appear  to  comprehend 
personal  pronouns  when  they  were  included  in  reading  material.    Thus,  the 
appropriate  use  and  conprehension  of  personal  pronouns  were  judged  crucial 
longitudinal  language  and  reading  skillL.    The  teacher  then  attempted  to 
develop  an  instructional  program  that  would  result  in  the  development  of 
selected  uses  of  personal  pronouns.    Mhat  follows  is  the  task  analysis  com- 
ponent of  that  program. 


Task  Analysis* 

Phase  I;    Teaching  students  to  or  verifying  that  students  could  imitate 
selected  one,  two  and  three  word  verbal  responses. 

Part  1  -  Teaching  students  to  or  verifying  that  students  could 
imitate  one  word  verbal  responses  (e.g., 

Part  2  -  Teaching  students  to  or  verifying  that  students  could 
imitate  two  word  verbal  responses  (e.g.,  "I  am). 

Part  3  -  Teaching  students  to  or  verifying  that  students  could 

imitate  three  word  verbal  responses  (e.g.,  "T  am  standing."). 

Phase  11;    Teaching  students  to  perform  actions  in  response  to  verbal  cues,  to 
visually  discriminate  actions,  and  to  label  actions. 

Part  1  -  Teaching  students  to  perform  actions  in  response  to  verbal 
cues  (e.g.,  "Show  me  standing."). 

Part  2  -  Teaching  students  to  visually  discriminate  actions  (e.g., 
"Touch  someone  standing."). 

Part  3  -  Teaching  students  to  label  actions  (e.g.,  "Wh  .t  is  Joe 
doing?"). 

Phase  III;    Teaching  students  to  visually  discriminate  themselves,  the  teacher, 
and  classmates  in  response  tc  name  cues. 

Part  1  -  Teaching  students  to  visually  discriminate  themselves  in 
response  to  a  name  cue. 

Part  2  -  Teaching  students  to  visually  discriminate  the  teacher  in 
response  to  a  name  cue. 

Part  3  -  Teaching  students  to  visually  discriminate  classmates  in 
response  to  name  cues. 

Part  4  -  Teaching  students  to  visually  discriminate  themselves. 


*  This  task  analysis  is  a  slightly  revised  version  of  that  which  appeared  in 
Focus  on  Exceptional  Children. 
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the  teacher,  and  classmates  in  respon^ie  to  name  cues. 

Phase  IV t    Teaching  students  to  visually  discriminate  males  and  females  in 
response  to  3rd  person  singular  subject  pronoun  cues. 

Part  1  -  Teaching  students  to  visually  discriminate  males  in  ras- 
ponse  to  the  3rd  person  singular  subject  pronoun  cue  Ivp 
(e.g.,  "Touch  a  he,")> 

Part  2  -  Teaching  students  to  visually  discriminate  females  in 

response  to  the  3rd  person  singular  subject  pronoun  cue 
she  (e.g.,  "Touch  a  she,"). 

Part  3  -  Teaching  5s  to  visually  discriminate  males  and  fei.iales  in 
response  to  the  3rd  person  singular  subject  pronoun  cues 
he  and  she  (e.g.,  "Touch  a  he;  touch  a  she,") ♦ 

Phase  V;    Teaching  students  to  rake  proper  name  responses  to  "who"  questions 
containing  1st,  ?nd,  and  3rd  person  singular  subject  pronouns. 

Part  1  -  Teaching  students  to  label  the  teacher  in  response  to 

"who"  qu^ijstions  containing  the  1st  person  singular  sub- 
ject pronoun  j[  (e.g.,  "iVho  am  H"). 

Part  2  -  Teaching  students  to  label  themselves  in  response  to  "who" 
questions  containing  the  2nd  person  singular  subject 
proTiOun  you  (e.g.,  "Who  are  you?") , 

Part  3  -  Teaching  students  to  label  the  teacher  and  themselves  in 

response  to  "who"  questions  containing  the  1st  and  2nd 

person  singular  subject  pronouns  1^  and  you  (e.g.,  "IVho 
am  I?    Who  are  you?") . 

Part  4  -  Teaching  students  to  label  male  classmates  in  response 
to  "who"  questions  containing  the  3rd  person  singular 
subject  pronoun  hie  (e.g.,  "IVho  is  he?"). 

Part  5  -  Teaching  students  to  label  female  classmates  in  response 
to  "who"  questions  containing  the  3rd  person  singular 
subject  pronoun  she  (e.g.,  "IVho  is  she?") . 

Part  6  -  Teaching  students  to  label  male  and  female  classmates  in 
response  to  "who"  questions  containing  the  3rd  person 
singular  subject  pronouns  he  and  she  (e.g.,  "Who  is  Ive? 
IVho  is  she?"). 

Part  7  -  Teaching  students  to  label  themselyes,  the  teacher  and 

male  and  female  classmates  in  response  to  "who"  questions 
containing  1st,  2nd,  and  3rd  person  singular  subject 
pronouns  (e.g.,  "Who  am  I?    W?io  are  you?    Vfho  is  she/ 
he?") . 

Phase  VI;    Teaching  students  to  respond  to  "IVho-doing"  questions  with  the  1st 
person  singular  subject  pronoun  and  present  progressive  verbs 
(e.g.,  Q:    "Who  is  standing?"    A!    "I  am  standing."). 
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Phase  VI I !    Teaching  students  to  respond  to  "Who-doing"  questions  with  the 
2nd  person  singular  pronoun  '<  '  present  progressive  verbs  (e.g., 
Q:    "Who  is  standing?"    A:  are  standing. "1. 

rhase  Vni;    Teaching  students  to  respond  to  "Who-doing"  questions  with  the 

1st  and  2nd  person  singular  subject  pronouns  and  present  progres- 
sive verbs  (e.g.,  Q:    "Who  is  itanding?"    A:    "T^  am  standing." 
Q:    "Who  is  standing?"    A:    "You  are  standing."). 

Phase  IX:    Teaching  students  to  respond  to  "IVlio-doing"  questions  with  3rd 
person  singular  subject  pronouns  ajid  present  progressive  verbs. 

Part  1  -  Teaching  students  to  respond  to  "iVho-doing"  questions 
with  3rd  person  singular  subject  pronoun  he  (e.g.,  Q: 
"Who  is  standing?"    A:    "He  is  standing. "IT 

Part  2  -  Teaching  students  to  respond  to  "Who-doing"  questions 
with  the  3rd  person  singular  subject  pronoun  she  (e.g., 
Q:    "IVho  is  standing?"    A:    "She  is  standing. "JT 

Part  3  -  Teaching  students  to  respond  to  "Who-doing"  questions  with 
the  3rd  person  singular  subject  pronouns  he  and  she 
(e.g.;  Q:    "Who  is  standing?"    A:    "He /She  is  standing."). 

Phase  X:    Teaching  students  to  respond  to  "Who-doing"  questions  with  1st, 

2nd  and  3rd  person  singular  subject  pronouns  and  present  progres- 
sive verbs  (e.g.,  Q:    "IVho  is  standing?"    A:    "I^  am  standing." 
Q:    "Who  is  standing?"    A:    "You  are  standing."    Q:    "Who  is 
standing?"    A:    "He/She  is  standing."). 


Another  aspect  of  task  analysis  crucial  to  the  teacher  of  severely 
handicapped  students  that  should  be  made  salient  is  its  relationship  to 
assessment.    A  teacher  confronting  a  severely  handicapped  student  for  the 
first  time  can  learn  little  about  the  new  student  from  the  information  ob- 
tained from  traditional  assessment  instruments  (TQ  tests,  achievement  tests, 
etc.).    A  technique  of  much  greater  instructional  relevance  is  that  of  indi- 
vidual assessment  on  components  of  specific  task  analyses.    This  approach 
requires  that  the  teacher  proceed  through  each  of  the  steps  of  the  analysis 
he  or  she  has  developed  for  each  of  the  tasks  being  taught  in  the  classroom. 
Instruction  would  then  begin  on  those  steps  performed  incorrectly  by  the  stu- 
dent and  proceed  s^squehtially  through  more  difficult  steps.    Students  might 
be  grouped  according  to  the  steps  to  be  taught  and  proceed  in  accordance 
with  the  attainment  of  criterion  level  performance  on  those  steps  rather 
than    on  the  mean  performance  of  the  group  or  as  a  function  of  the  passage 
of  time.    Presently,  all  of  the  necessary  task  analyses  are  not  available 
for  an  ideal  assessment  system  (all  necessary  skills  analyzed  from  zero 
competence  in  an  area  to  complete  competence  in  that  area).    However,  rapid 
progress  is  being  made  in  some  areas  (e.g.,  math,  see  Resnick,  Wang  §  Kaplan, 
1973);  and  it  is  the  rare  teacher  who  cannot  do  better  than  traditional  in- 
ferential measurement  devices. 

Finally,  before 'leaving  this  cursory  treatment  of  instructional  content, 
a  note  concerning  the  direction  we  feel  content  delineation  should  take  might 
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be  in  order.    Whenever  possible,  we  have  chosen  to  emphasize  the  areas  tradi- 
tionally known  as  academic  ^  i.e.,  speech  and  language,  reading,  math,  and 
writing.    Thus,  we  find  ourselves  in  agreement  with  the  1967  position  of 
Cawley  and  Pappanikou: 

However,  the  success  of  failure  of  a  human  being  in  Western  civilization 
has,  is,  and  apparently  will  continue  to  be  based  upon  one's  ability  to 
express  oneself  orally,  to  read,  to  write,  to  deal  with  number  concepts, 
and  to  handle  money. 

With  this  in  mind,  then,  it  is  indeed  quite  perturbing  to  the  special 
educator  who  from  time  to  time  has  to  witness  program  and  discount 
academics  on  the  pretense  that  birthday  parties  and  craftwork  are  more 
important  to  the  final  integration, habiiitation,  and/or  rehabilitation 
of  the  retarded  in  society.    This  is  usually  done  in  the  name  of  per- 
sonal and  social  adequacy.    Such  a  change  in  curricular  emphasis  is 
looked  upon  by  these  author?  more  as  an  inability  of  that  particular 
teacher  to  adapt  methods  of  instruction  appropriate  to  the  aforementioned 
characteristics  of  her  pupils,  than  as  an  inherent  inability  in  the 
particular  retardate  to  learn  academics. 

The  reader  interested  in  securing  further  information  regarding  instruc- 
tional content  that  might  be  relevant  to  instruction  programs  might  find  the 
following  selected  references  of  interest:    Becker,  Englemann,  and  Thomas 

(1971)  ;  Bricker  and  Bricker  (1972);  Bricker  and  Bricker  (1973);  Bricker, 
Dennison,  Watson,  and  Vincent-Smith  (1973);  Engelmann  (1969);  Molloy  (1972); 
Sailor,  Guess,  and  Baer  (1973);  Sheperd,  Wyrick,  and  Bilyeu  (1970);  and  Thiel 

(1972)  . 

Method 

Method  refers  to  the  how  of  instruction.    Tf  a  teacher. asks  the  question 
"How  do  I  get  a  student  to  do"  what  he  could  not  do  in  the  past?"  he  or  she 
is  asking  a  method  question.    Specifically,  method  is  concerned  with  how  a 
teacher  arranges  the  instructional  environment,  including  his  or  her  own 
behavior,  so  that  enhancement  of  the  behavioral  repertoires  of  the  students 
can  be  empirically  verified. 

Teaching  students  to  make  the  responses  that  were  delineated  and  sequenced 
in  a  task  analysis  is  in  our  judgment  the  most  difficult  function  the  teacher 
performs.    That  is,  a  teacher  can  develop  or  purchase  a  precise  and  logical 
task  analysis,  utilize  beautiful  and  relevant  materials,  and  generate 
creative  measurement  systems;  but  if  the  teacher  cannot  teach  the  student  to 
perform  new  responses,  all  is  for  naught.    The  techniques,  tactics,  proce- 
dures, principles,  etc.,  that  we  employ  related  to  the  how  of  instructing 
severely  handicapped  students  have  been  taken  from  the  contributions  of  such 
persons  as  Itard,  Sequin,  Montessori,  Descoeudres,  Fernald,  Strauss  and 
Lehtinen,  and  Skinner. 

Recently,  however,  we  have  found  it  useful  to  generate  instructional 
methods  from  the  conceptual  framework  of  what  is  referred  to  as  applied 
behavior  analysis  (Baer,  Wolf  S  Risley,  1968;  Bandura,  1969).    More  specifi- 
cally, we  make  conscientious  attempts  to  systematically  utilize  •^uch  princi- 
ples, tactics,  procedures,  etc.,  as  response  priming,  imitation  training. 


ERIC 


14 


escape  training,  avoidance  training,  stimulus  fading,  stimulus  discrimination 
and  generalization,  contingent  consequation,  overcorrection,  errorless  learn- 
ing, fvnd  lesponse  chaining.    Unfortunately,  space  does  not  permit  a  more  de- 
tailed presentation  of  how  the  principles  delineated  above  are  converted  for 
use  in  classroom  instructional  programs.    The  reader  interested  in  such  a 
presentation  is  referred  to  Brown,  Bellamy,  and  Sontag  (1971;;  Brown  and 
Sontag  (1972);  and  Brown,  Scheuerman,  Cartwright,  and  York  (l.')73). 

Materials 

Once  teachers  determine  the  specific  responses  they  intend  to  teach 
(i.e.,  what  to  teach),  they  then  must  determine  the  materials  (persons, 
places,  printed  words,  physical  objects,  etc.)  to  which  those  responses 
should  be  made.    In  other  words,  instructional  materials  should  be  generated 
subsequent  to  the  delineation  of  instructional  objectives.  Unfortunately, 
there  is  an  extreme  dearth  of  sequenced  instructional  materials  that  have 
either  been  developed  or  empirically  verified  for  classroom  use  with  severely 
handicapped  students.    In  general,  it  has  been  our  experience  that  commer- 
cially available  sequenced  materials  are  not  sufficiently  concrete,  precise, 
redundant,  or  relevant  for  use  with  most  severely  handicapped  students. 
Thus,  the  teacher  is  forced  to  rely  on  his  or  her  ingenuity  to  generate 
new  or  adapt  existing  materials. 

It  is  expected  that  in  the  near  future,  because  of  the  appearance  of 
large  numbers  of  severely  handicapped  students  in  public  schools,  a  concerted 
effort  on  the  part  of  commercial  publishers  and  others  will  be  made  to  develop 
much  needed  instructional  materials.    Hopefully,  attempts  will  be  made  to 
empirically  verify  the  validity  of  the  materials  prior  to  unrestricted  dis- 
semination.   There  is  little  doubt  that  the  Wippie-dip  Language,  Reading, 
Math  Science,  Motor,  and  Self-Help  Contraption  for  Delayed,  Low  Functioning, 
Severely  Handicapped  But  Needy  Children  wMl  appear  and  be  purchased  by  many 
"because  there  is  nothing  else  available       However,  such  a  dilemma  is  still 
uncomfortable. 

Measurement 

In  any  empirical  definition  of  teaching,  instructional  measurement  is 
crucial.    With  normal  and  mildly  handicapped  students,  inferences  about  pop- 
ulations of  skills  made  from  samples  and  inferences  about  generalization  of 
skills  across  persons  and  places  and  materials  are  probably  necessary  and 
tenable.    Unfortunately,  inferential  measurement,  in  our  judgment,  is  an 
extremely  questionable  measurement  orientation  when  applied  to  most  severely 
handicapped  students.    The  general  rule  that  we  try  to  follow  may  be  stated 
as  follows:    If  you  determine  that  a  particular  response,  skill,  concept, 
etc.,  is  important  to  the  development  of  the  student,  then  it  is  incumbent 
upon  the  teacher  to  directly  measure  the  existence  of  the  response,  skill, 
concept,  etc.  of  concern.    A  related  aspect  of  direct  measurement  may  be 
stated  as  follows: 

Direct  measurement  is  particularly  crucial  in  attempts  to  teach  cumula- 
tive tasks.    If  the  correct  performance  of  the  responses  in  component 
c  of  a  task  are  dependent  upon  the  correct  performance  of  the  responses 
in  components  a  and  b,  then  the  teacher  must  guarantee  that  a  and  b 
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responses  are  in  the  behavioral  repertoire  of  the  student  before  she 
even  considers  progression  to  component  c.    Since  most  developmental 
skills  are  in  many  ways  cumulative  (mathematics,  reading,  language, 
speech,  practical  arts),  teachers  of  trainable-level  retarded  students 
must  be  prepared  to  spend  relatively  long  periods  of  time  and  con- 
siderable effort  developing  basic  behavioral  repertoires,  CBrown, 
1973) 

Thus,  it  is  necessary  that  teachers  be  skilled  in  the  use  of  measure- 
ment designs  that  allow  for  the  frequent  and  direct  measurement  of  relevant 
behavioral  dimensions.    Frequent  measurement  is  crucial  if  only  to  delineate 
instructional  failure  as  soon  as  possible.    That  is,  assume  that  a  teacher 
designs  and  implements  an  instructional  program  in  September,  continues  to 
implement  that  program  until  December,  and  then  measures  how  much  of  the 
information,  etc,  in  the  program  the  students  acquired.    If  the  students 
acquired  100%  of  the  information,  fine.    If,  however,  the  students  acquired 
none  of  the  information,  the  teacher  has  wasted  a  substantial  amount  of  in- 
structional time  and  energy.    More  frequent  measurement  would  have  allowed 
the  teacher  to  delineate  and  adapt  to  instructional  failure  much  sooner. 
On  the  other  hand,  direct  and  continuous  measurement  of  all  cesronses  per- 
formed in  the  classroom  throughout  the  entire  school  year  is  impractical, 
unnecessary,  and  irrelevant.    Obviously,  a  balance  has  to  evolve  in  each 
classroom  with  each  student  and  each  teacher. 

In  an  attempt  to  provide  teachers  with  a  reasonable  amount  of  flexibility 
regarding  how  much,  how  often,  and  what  to  measure  directly,  we  have  found  it 
necessary  to  provide  them  with  information,  examples,  and,  in  some  situations, 
practice  using  some  of  the  following  subjects  as  their  own  controls  paradigms 
and  related  measurement  skills:    reversal  designs,  learning  set  designs, 
trials  to  criterion  and  errors  to  criterion  designs,  multiple  baseline  and 
modifications  of  multiple  baseline  designs,  test-teach  designs,  and  cumula- 
tive frequency  designs. 

Hopefully,  if  teachers  have  a  sufficient  number  of  measurement  designs 
in  their  technological  repertoires,  they  will  apply  these  designs  to  the 
evaluation  of  the  instructional  programs  in  their  classrooms  -  thus  enabling 
themselves  to  base  daily  or  weekly  adaptations  in  the  content  and  methods  of 
instruction  upon  student  performance. 

In  summary,  an  instructional  program  requires  a  teacher  (1)  to  determine 
what  to  teach  students  by  precisely  delineating  behavioral  objectives,  (2) 
to  determine  how  to  teach  students  by  clearly  specifying  his  or  her  instruc- 
tional activities,  (3)  to  select  or  generate  materials  that  require  responses 
delineated  in  the  behavioral  objectives,  and  (4)  to  measure  directly  the 
responses  of  the  students  in  an  attempt  to  evaluate  instructional  effective- 
ness. 


The  Potential  for  Backlash 

Thousands  of  severely  handicapped  children  who  were  formerly  accommodated 
at  home,  in  private  schools,  in  private  and  public  residential  institutions 
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will  now  attend  public  schools.    Tn  the  f-^ce  of  a  restricting  economic  en- 
vironment there  are  several  potentially  devastating  reactions.    It  is  extremely 
doubtful  that  many  communities  have  at*  their  disposal  the  additional  ccono'- 
mic  resources  necessary  to  secure  the  teachers,  space,  transportation,  equip- 
ment, administrative  personnel,  etc.,  required  to  serve  these  new  students. 
Most  communities  will  have  to  reallocate  resources  currently  assigned  to 
other  services. 

If  it  can  be  demonstrated  that  a  child  who  was  once  tied  to  a  bed  in 
an  Institution  because  he  or  she  was  self-mutilating  can  now  read,  write, 
compute,  social i::e,  and  in  other  ways  behave  more  adapt ively,  few  people 
will  complain  about  giving  up  a  new  chemistry  lab,  new  football  uniforms,  or 
small  portions  of  their  salary  increases  (Lovaas,  1974).    If,  on  the  other 
hand,  a  child  who  was  tied  to  a  bed  in  an  institution  is  now  tied  to  a  bed 
in  a  public  school  classroom,  it  is  doubtful  that  many  persons  will  graciously 
accept  the  aforementioned  economic  adjustments.    Obviously,  the  example  of 
the  child  tied  to  a  bed  was  used  to  dramatize  a  point.    However,  children 
sitting  in  classrooms  finger  painti  ig  for  10  months  is  less  dramatic  but 
will  probably  make  the  same  point  to  the  economically  strapped  taxpayer. 

We  believe  the  outcome  of  the  placement  of  severely  handicapped  students 
in  the  school  systems  will  be  a  function  of  the  quality  of  the  programs  the 
school  systems  provide.    Obviously,  quality  programs  will  be  dependent  upon 
the  skills  of  the  teachers  hired  to  develop  and  maintain  them.    This,  of 
course,  makes  the  work  of  the  trainers  of  these  teachers  extremely  important. 

Severely  handicapped  persons  have  not  fared  well  in  our  society  in  the 
past.    However,  it  seems  that  we  now  have  an  opportunity  to  create  humane, 
tolerant,  developmentally  sound,  and  existentially  relevant  social  and  emo- 
tional environments  that  can  replace  the  oppressive,  rejecting,  undignifying, 
and  intolerant  systems  so  long  in  operation.    Hopefully,  special  education 
will  supplement  the  activities  of  parents  with  varied  contributions.  Hope- 
fully, among  these  contributions  will  be  the  production  of  aggressive  and 
creative  administrators  capable  of  designing  and  engineering  novel  and  flex- 
ible service  delivery  systems,  and  highly  competent,  dedicated,  and  efficient 
classroom  teachers  capable  of  providing  quality  instructional  services  over 
long  periods  of  time.    Finally,  as  we  have  so  little  in  our  technological 
repertoires  that  has  any  empirical  validity,  special  education  will  have  to 
generate  a  substantial  body  of  new  information  specifically  applicable  to 
the  instruction  of  severely  handicapped  persons.    Stated  another  way,  ''we 
have  to  get  special,  nothing  else  works. 


3.    The  reader  will  no  doubt  note  the  paucity  of  references  in  the  body  of 
this  paper.    The  writers  have  compiled  an  outline  for  a  course  entitled 
'•Methods  of  Instructing  Severely  Handicapped  Students."    This  outline  in- 
cludes substantial  bibliographies  in  such  ar.:as  a:;  self-help  skills, 
reading,  math,  behavioral  management,  language  development,  basic  princi- 
ples of  acquisition  and  performance,  instructional  measurement  and  imita- 
tion training.    This  outline  is  available  upon  request  (Dr.  Lou  Bro^vn, 
427  Hducation  Building,  University  of  Wisconsin,  Madison,  Wis.  53706). 
In  addition,  a  bibliography  related  to  curriculum  content  and  materials 
for  retarded  students  is  available  upon  request. 
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A  variety  of  legal  and  professional  contingencies  are  currently 
effecting  service  delivery  patterns  in  special  education.    An  over- 
view of  these  contingencies,  their  effects  on  special  educational 
services,  and  somo  suggestions  for  future  directions  are  offered  in 
the  following  pages. 

Special  education  has  been  criticized  both  for  ovcrinclud^ng 
and  overexcluding  individuals  in  various  service  categories.  Over- 
exclusion  refers  to  excluding  individuals  from  special  educational 
services  who  could  derive  benefits  and  overinclusion  refers  to 
including  individuals  in  special  educational  services  when  such 
inclusion  is  or  will  likely  be  detrimental.    The  responsibility  of 
responding  to  many  issues  related  to  overexclusion  and  overinclusion 
which  have  historically  been  matters  for  empirical  study  and 
piiilosophical  debate   has  been  assumed  by  litigation.    Legal  actions 
have  set  precedents  that  will  greatly  influence  special  educational 
service  delivery  systems  at  national,  state,  and  local  levels. 

Special  educational  services  are  delivered  through  regular 
classes,  consulting  teachers,  resource  programs,  self-contained 
integrated  classrooms,  self-cozitained  classes  in  a  regular  school, 
segregated  facilities  in  a  public  school  system,  homebound  services, 
hospital  services  and  residential  institutions.    Issues  germane  to 
overexclusion  and  overinclusion  are  relevant  to  all  of  these  service 
categories . 


Empirical  Considerations 

A  great  deal  of  professional  concern  was  generated  in  the  mid 
to  late  1960s  regarding  the  self-contained  special  class  placement 
of  mildly  handicapped  students.    Dunn  (1968)  wrote  a  paper  entitled, 
"Special  education  for  the  mildly  retarded  -  is  much  of  it  justi- 
fiable" which  quickly  became  the  focal  point  of  literature  pertinent 
to  determining  the  efficacy  of  special  class  placement,  iiammons 


i  This  paper  was  supported  in  part  by  Grant  No.  OEri-0-73-6137  to 
the  University  of  Wisconsin -Madison  from  the  Department  of  HEW, 
Bureau  of  Education  for  the  Handicapped,  Division  of  Training 
Programs,  Washington,  D.C. 
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(1972)  aptly  notes  that  Dunn's  articlp  was  only  sxmptomatic  of  a 
growing  Uiscnchantment  with  the  then  current  service  models  used 
by  special  educators.    Many  educators  before  Dunn  had  expressed 
concern  about  the  efficacy  of  special  class  placement  (e.g.,  Blatt, 
1960;  Blatt  and  Carfunkel,  1964;  Kirk,  1958;  Goldstein,  Moss  and 
Jordon,  1965;  and  Johnson,  1962)  and  currently  the  questions  of  the 
efficacy  of  special  class  placement  are  not  resolved. 

Disenchantment  with  special  education  derives  in  part  from  such 
efficacy  research,  and  from  a  large  and  growing  number  of  studies 
which  support  the  arguments  that:    special  education  testing  and 
placement  procedures  are  biased;  (e.g.,  Rubin,  1973)  labeling 
creates  stigmas  which  may  lead  to  irrepairable  damage  (e.g.,  Jones, 
1972);  and  that  a  surprising  percentage  of  students  in  special 
education  are  misplaced  and  once  placed  rarely  get  out  (e.g.. 
Garrison  and  Hammill,  1971;  Mercer,  1970;  Franks,  1971). 


Most  of  the  studies  mentioned  thus  far  were  concerned  with  the 
over inclusion  of  mildly  handicapped  students  in  special  classes. 
However,  overexclusion  of  the  more  severely  handicapped  ha.s  begun 
to  be  questioned.    A  number  of  studies  are  compiling  evidence  that 
severely  handicapped  individuals  can  benefit  from  intense  educational 
intervention  (e.g.,  Bricker  and  Bricker,  1970;  Larsen  and  Bricker, 
1968;  Risely  and  Wolf,  1967).    Educators  have  used  such  studies  in 
testifying  before  courts  and  as  a  basis  for  lobbying  before  legislative 
committees  as  to  the  educability  of  all  individuals.  Implications 
drawn  from  empirical  studies  have  had  considerable  influence  on 
litigation  and  legislation  related  to  overexclusion  and  over inclusion. 


Selected  Litigation  Related  to  Overinclusion 

For  mildly  handicapped  individuals  inclusion  in  special  education 
placements  based  on  traditional  testing  patterns  and  service  categories 
is  under  scrutiny  from  the  courts  and  legislative  bodies.    As  early 
as  1954  in  Brown  vs.  Board  of  Education  legal  precedent  was  established 
that  tracking  systems  separate  students  on  the  basis  of  socioeconomic 
and  racial  considerations  thereby  violating  their  right  to  an  equal 
education.    Hobson  vs.  Hansen  (1967)  clearly  extended  the  Brown 
decision  to  special  educational  services  when  Judge  Skelly  Wright 
held  that  there  was  a  disport ionate  number  of  black  children  in 
special  classes.    IVright  attributed  this  inequitable  distribution 
to  culturally  biased  tests. 

More  specific  ..ourt  rulings  regarding  standardized  tests  ]iave 
challenged  their  constitutionality  and  utility  in  making  special 
education  placement  decisions.    In  Larry  P.  v.  Riles  (1972)  the 
plaintiffs  claimed  that  the  school  district  was  employing  an  I.Q. 
test  that  was  culturally  biased  against  blacks  thus  classifying  a 
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disproportionate  number  of  blacks  as  retarded.    The  plaintiffs, 
using  statistical  evidence  to  support  their  claim,  reported  that 
retesting  with  test  items  reworded  in  terms  consistent  with  the 
students*  background  produced  significantly  higher  test  scores. 
In  fact,  the  scores  were  higher  than  the  special  education  class 
cutoff  point. 

In  Larry  P.  the  court  agreed  with  the  plaintiff's  contention 
and  issued  a  preliminary  injunction  against  further  use  of  the  I.Q. 
tests.    It  found  the  school  district's  defense  (that  it  did  not 
rely  solely  on  the  I.Q.  test)  was  irrelevant  because  they  placed 
"substantial"  emphasis  on  the  test  results.    The  court  also  rejected 
the  district's  argument  that  the  plaintiffs  had  no  cause  for  complaint 
because  parental  consent  is  a  necessary  prerequisite  to  special 
class  placement  because  the  parents  apparently  did  not  have  full 
information  about  the  biased  nature  of  the  assessment  tools  utilized 
in  determining  placements.    It  also  found  legally  untenable  the 
district's  claim  that  "since  black  people  tend  to  be  poor  and  poor 
pregnant  women  tend  to  suffer  from  inadequate  nutrition,  it  is 
possible  that  the  brain  development  of  many  black  children  has  been 
retarded  by  their  mother's  poor  diet  during  pregnancy."    In  fact, 
the  court  held  that  the  ability  to  learn  is  randomly  distributed 
among  the  population. 

In  a  similar  case,  Diana  v.  State  Board  of  Education,  (1970) 
nine  Mexican  American  public  school  students  claimed  they  had  been 
improperly  placed  in  classes  for  the  mentally  retarded  on  the  basis 
of  "inaccurate"  tests.    liach  plaintiff  came  from  a  predominantly 
Spanish  speaking  family.    The  plaintiffs  argued  that  the  tests  were 
"improperly"  standardized  on  only  white  native  Americans  and  relied 
exclusively  on  verbal  aptitude  in  English  which  ignored  learning 
abilities  employing  other  linguistic  symbols  (Spanish).    This  case 
was  settled  in  an  agreement  which  required  that  children  must  be 
tested  in  both  their  primary  language  and  English;  that  culturally 
biased  sections  or  test  items  be  eliminated  from  such  tests;  that 
minority  children  already  in  special  classes  be  retcsted  according 
to  the  above  standards;  that  each  district  submit  a  summation  of 
retesting  and  a  plan  to  help  each  special  child  return  to  the  regular 
classrooms;  that  state  psychologists  develop  nonbiased  tests;  and 
that  an  explanation  for  disportionatc  number  of  Mexican  Americans 
in  special  education  vs.  regular  education  be  submitted. 

Schwartz  (1973)  believes  that  a  question  more  fundamental  than 
the  invalidation  of  a  test  when  a  racial  claim  is  attached  is  how 
far  the  courts  will  go  to  invalidate  a  testing  device  that  has  been 
shown  to  misclassify  any  student.    He  notes  that,  in  Armstead  v. 
Stuckville  Municipal  Separate  School  District,  use  of  the  Graduate 
Record  Examination  was  ruled  unconstituticnaT  as  a  screening  device 
for  hiring  teachers  whether  or  not  its  use  was  racially  discriminatory. 
Other  studies  support  Schwart'.i's  vontention  (e.g.,  Kooning,  1974). 
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An  Interesting  case  which  has  implications  for  due  process, 
labeling  and  stigma  in  special  education  placement  is  Wisconsin  v. 
Constant incau  (1971) .    In  a  particular  Wisconsin  community  \^enever 
officials  found  an  individual  to  be  publicly  intoxiatcd  too  often 
they  would  post  that  ])erson*s  name  in  the  town  square  and  outside 
of  each  of  the  taverns.    Mrs.  Constantineau's  name  was  posted.  She 
turned  to  the  courts  and  argued  that  her  name  could  not  be  posted 
unless  she  was  first  given  notice  and  an  opportunity  to  be  heard. 
The  Supreme  Court  agreed  and  said,  "The  only  issue  present  here  is 
whether  the  label  or  characterization  given  a  person  by  'posting* 
though  a  mark  of  illness  to  some  is  to  others  a  stigma  or  badge  of 
disgrace  that  procedural  due  process  requires  notice  and  tlie  oppor- 
tunity to  be  heard."   A  need  for  a  hearing  prior  to  the  placement 
or  classification  of  a  "handicapped"  individual  may  be  inferred 
from  the  Constantineau  case  and  in  light  of  such  decisions  accompanied 
by  empirical  evidence  (Mercer,  1970)  the  need  for  notice  and  hearing 
at  government  burden  and  cost  becomes  clear. 


Selected  Litigation  Related  to  Ovorexclusion 

A  landmark  derision  affecting  overinclusion  and  overexclusion 
in  public  school  classes  v/as  Pennsylvania  Association  for  Retarded 
Children  vs.  the  Commonwealth  of  Pennsylvania  (1971)  (P.A.R.C.  v. 
Pain.).    After  hearing  many  expert  witnesses  in  P.A.R.C.  v.  Penn., 
the  court  ruled  that  retarded  persons  could  benefit  from  educational 
scenes.    The  court  further  ordered: 

1.  That  plac(»Rent  in  regular  class  is  preferable  to  placement 
in  a  special  class,  and  special  class  placement  is 
preferable  to  placement  in  any  other  program  whether 
homebound,  itinerant,  or  institutional; 

2.  Tliat  t}ie  state  may  not  deny  homebound  instruction 
because  of  no  physical  disability  or  the  long  term  nature 
of  the  problem; 

3.  That  eacii  child  be  reevaluated  at  least  every  two  years  and 
once  a  year  at  parental  request; 

4.  That  there  be  free  access  to  free  public  education  and 
training  appropriate  to  the  child's  capacity; 

5.  That  tiie  state  shall  secure  services  outside  the  school  if 
needed  services  are  unavailable  within  the  school. 

In  a  case  which  relates  to  institutional  level  speciaJl  education, 
Wyatte  v.  Stickney  (1971),  Judge  Johnson  of  the  Northern  Alabama 
District  ruled  that  citizens  at  state  schools  have  certain  rights. 
Specifically  the  right  to  human  physical  and  psychological  environments; 
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rerulnrh  re>'ieK  treatront  vr  eduent  ionn  1  prorrm's  u'hicf'  'Tf* 
»w»*;irncMl  imlivj«!nMl  1\ ;  to  vccTive  tlw*ir  «rrviro«?  hi  thv  Un<^ 
restrictive  scttine  (conmnnit:  tn  yubWv  scImu)!};  to  the  of 
tclo|*hone;  to  seiul  ami  receive  letters;  ami  t(»  privncy, 

lacl^  of  fumls  h'-^^  been  use<l       n  just  i  ficnt Ion  for  eycltirli»»r 
iuiiividtmls  frop  «;]'e<  til  eJuccUion  services,    Stili,  the  c^Mir*^*^ 

consistentlv  niloil  thnt  if  the  Censtitut io!»  rentiir'^^  it,  ?r 
t'lo  statues  reqtnre  it,  it  shnll  he  done.    An  ^vpni'!*'  i«-  Mill«^  vs. 
^!l!I^r^L^^^  'ilH£2ii^^"  Mi^'l),     In  tins  case  the  Hoard  of  rducat  jon " " 
1 17i ineT IticV  oT  suf f  i c i cnt  funds  for  the  education  of  th'*  hnn.U- 
capped,    Tlie  court  thni  the  exrlu«?ion  of  the  hnndimrped 

•V^innot  he  excuse«l  b\  llie  cKnn  of  insufficient  fund*?  .  .   ,  •\vnila*»|e 
fiuui*^  nu'^t  he  expendoil  e«iuitnhlv  in  «?uch  n  nianiier  that  »io  chM(^  is 
enlircb  excluded  iron  n  uuMicly  su)  porte<l  e(lucatj(>n  ron«:!<5tent 
with         need:;  and  nlility  to  l^tMicfit  therefron,"    SchiN'art:!  flP^.*^) 
**uj:r<**its  that  thi  ;  is  nna I o^nnis  to  cases  whicli  holc»  tl)at  failure  to 
pro\iilc  suitahle  .uul  adequatt-  services  to  the  n*Mitnlly  ill  cannot 
l*e  Histified  hy  a  la<l   cM  staff  or  facilities,     in  simrt,  tho  rulini! 
says  that  the  state  cannot  provide  services  fnv  roino  and  ca?>  for 
cithers  because  it  K»'*nld  cost  toc>  much  to  pro^•ide  "services  for  all. 


^e  t  ec  t  cnl  l.c^;  i  -'^j/^^.^      Kelateil  to  (h'f»rexc  his^i«in  uid  Overinc  his  ion 

Ahcson  {li)"21  found  that  7i)%  of  the  states  have  passed  education 
\'ov  the  handicappcni  laws,    lor  cxanple,  ('hapter       of  the  Wisconsin 
stale  Laws  of  t*ealuros  scmuo  of  the  fi^llowinp.  nuindates: 

I,    Mi  children  between  the  a^^cs  of  7  and  l(>  (or  7  and  hi  if 
tiie  ciiild  res  ivies  in  a  school  district  which  cf>ntains  a 
vocational  schooP  are  required  to  attend  ati  appropriate 
educational  pro>;r.ui.    This  is  intendcul  to  make  c^juaJ 
application  c>f  the  compulsory  sciiool  attendance  laws  to 
hoth  the  handicapped  and  non*- handicapped,    I'urtlier,  ihe 
law  re(iuired  that  cxlucational  pror.rains  arc  to  be  Made 
availai)lc  to  all  children  with  exceptional  educational 
ncHui^  between  tiio  ai:es  ot  3  and  Jl  years, 

J,    All  children  upon  enter inj:  school  siuill  be  scretjned  for 
potc?ntial  learniu};  difficulties,  examined  by  a  multi- 
disciplinary  team  and  then  educated  according  to  an 
educational  ju'cscription  based  upon  their  individual  needs, 

.'i.    In  accordance  witJ\  uue  procer.s  }>rocedures,  the  parent  or 
guardian  has  the  ri<:ht  to  appeal  any  school  board  decision 
bascHl  ui^on  the  rcconnendations  of  a  nultidi scipl inary 
team.    Also,  it  provides  the  right  to  an  independent 
examination  if  a  chiUPs  parents  believe  the  diagnosis 
or  evaluation  of  the  child  is  in  error.    The  school 
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district  shall  reimburse  the  parents  for  reasonable 
expenses  of  this  examination  if  the  parents  arc 
financially  unable. 

4.  The  child*s  school  district  is  made  responsible  for 
assigning  a  child  with  exceptional  educational  needs 
to  an  appropriate  special  education  program  as  near 
home  as  feasible  and  with  non- handicapped  students 
wherever  possible. 

5.  Use  of  private  non-sectarian  service  is  to  be  checked 
as  to  its  constitutional  propiety  by  the  Attorney 
Cencrai's  Office. 

G.    Th(it  the  Department  nf  Public  Instruction  is  to  be  held 
responsible  for  supervision  of  special  education  prof^rams 
in  state  institutions. 

In  short,  recent  legal  actions  such  as  "Chapter  89",  Larry  P. 
V.  Riles,  and  P.A.R.C.  v.  Penn.  have  altered  special  education 
service  delivery  patterns  by  mandating  due  process  and  opening 
public  school  programs  to  all  individuals.    In  face  of  such  mandates 
and  related  empirical  evidence,  concerned  professionals  in  the  field 
of  special  education  are  suggesting  alternative  patterns  for  serving 
handicapped  individuals. 


Selected  Alternatives 

Lilly  (1971)  offers  a  zero  reject  service  model  for  individuals 
whose  handicaps  are  relatively  mild  but  does  not  recommend  the  model 
for  the  severely  handicapped.    By  zero  reject  Lilly  means  that  once 
an  individual  is  enrolled  in  a  regular  education  program  within  a 
school  it  is  administratively  impossible  to  remove  him  for  any 
reason.    He  states  that  the  advantage  of  the  zero  reject  model  is 
its  placement  of  the  responsibility  for  failure  on  the  school 
programs  rather  than  the  student;  its  requirement  that  problems  be 
solved  by  those  directly  involved;  its  removal  from  educators  the 
possibility  of  ultimate  failure  with  a  child  by  denying  the  gruwth 
of  isolating  classrooms  as  an  expedient  solution  to  com.plex  problems. 

Adamson  and  Van  Ktten  (1972)  criticize  the  zero  reject  moocl 
for  throwing  out  existing  programs  instead  of  building  on  what  is 
already  known.    They  question  how  the  special  educator  can  toll 
regular  teachers  what  to  do  when  special  education  has  not  proven 
itself  first  and  ask  when  and  how  regular  educators  would  be  retrained 
to  function  within  the  model.    Adamson  and  Van  Htten  go  on  to 
describe  an  alternative  model  already  in  operation  in  Olathe, 
Kansas,  which  provides  special  education  services  for  rejects  and 
potential  rejects  from  regular  education  classrooms. 
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The  model,  called  "Hail  Save",  involves  an  initial  ten  week 
period  in  which  an  educational  specialist  evaluates  the  student 
referred  as  a  potential  regular  education  reject,  programs  for  the 
referred  student,  trains  the  student *s  regular  classroom  teacher, 
and  oversees  the  implementation  of  a  special  program.    At  the  end 
of  a  ten  week  period,  the  specialist,  the  student's  teacher,  the 
school  administrator,  and  the  student's  parents  decide  if  the 
program  was  successful.    If  it  was  not  they  can  opt  for  another 
ten  weeks  of  the  same  program  or  put  the  student  in  a  resource/ 
regular  class  placement.    Resource  room  placement  cannot  continue 
for  more  than  90  days  without  revaluation  to  determine  if  the 
student  shnuld:    a)  remain  in  the  resource/regular  class  placement 
for  another  90  days;  b)  return  for  10 <week  trial  in  the  regular 
classroom;  or  c)  be  assigned  a  special  class  resource  room  placement 
for  no  more  than  9  months  without. recvaluat ion.    After  two  9  month 
placements  in  a  special  education  resource  room,  the  student  has  to 
move  back  up  to  the  resource/regular  class  placement  for  a  90  day 
trial .  - 

Gallagher  (1972)  presents  a  model  which  is  intended  to  counteract 
tjie.most  difficult  and  obnoxious  elements  of  labeling.    He  bases  his 
model  on  four  assumptions: 

1.  Exiting  students  to  special  education  is  an  easy  way  out 
for  general  education  and  must  be  made  more  difficult. 

2.  Bureaucracies  such  as  educational  systems  will  move 
institutionally  only  under  threat  or  duress. 

3.  Special  educational  assistance  is  called  for  ia  many 
students  who  have  mild  handicaps. 

4.  A  special  education  operation  will  continue  to  function 
separately  from  general  education  fo-*"  severely  handicapped 
students  and  for  students  who  need  a  iiore  intensive  program 
than  is  possible  through  a  resource  person  to  the  regular 
teacher  or  a  resource  rom, 

Gallagher's  model  calls  for  a  contract  between  parents  and 
schools  upon  placement  of  a  student  in  special  education.  This 
contract  would  specify  goals,  set  a  time  limit  for  their  achievement 
and  commit  special  educators  to  measurable  objectives  to  be  "upgraded" 
at  six  month  intervals.    There  would  be  a  two  year  maximum  special 
education  placement  time  limit  renewable  only  after  a  quasijudicial 
hearing . 

Reynolds  and  Balow  (1972)  introduce  a  model  for  delivery  of 
special  education  services  in  which  the  classification  of  individuals 
is  concerned  with  the  allocation  of  children  among  positively  defined 
instructional  systems.    Reynolds  and  Balow  discuss  instructional  systems  as 
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integrated  sots  of  proccJures,  curricula,  and  materials  that  may 
bo  used  to  achieve  positively  stated  educational  goals.  Within 
this  model  there  would  be  many  reading,  language,  math,  motor,  and 
cognitive  instructional  systems  to  accommodate  individual  differences. 
Students  would  be  allocated  to  different  instructional  systems  on 
the  basis  of  tests  of  academic  and  social  performance.  Teachers 
would  be  classified  according  to  their  specialty  areas  such  as 
pre-school  language  specialists  or  mobility  instructors,  not  as 
special  education  or  regular  education  teachers.    Special  education 
would  interface  with  regular  education  through  developing  systems 
based  upon  teacher  competency  and  acting  as  a  resource  to  the  school. 

Reynolds  and  Balow  state  the  advantages  of  this  model  as: 
emphasizing  individual  student  variables  rather  than  categorical 
variables;  providing  for  a  wide  range  of  program  options;  identifying 
teachers  by  competency;  emphasizing  mains treaming;  shifting  the 
blame  for  problems  from  people  to  systems  and  stating  program  goals 
in  ])ositive  tenns. 

Vergason  (1973)  supports  the  use  of  a  voucher  plan  as  a  system 
for  delivering  special  education  services  for  the  low  incidence 
handicapped  student  in  sparsely  populated  areas.    Vergason *s  plan 
is  worthy  of  mention  because  it  deals  with  the  problem  of  low 
incidence  and  the  resultant  high  cost  of  service  which  often  leads 
to  overexclusion.    iiowever,  some  researchers  (e.g.,  Blatt,  1972;  and 
Guarino  and  Sage,  1972)  suggest  that  voucher  systems  are  in  need  of 
standards  and  many  voucher  systems  as  presently  implemented  are 
actually  detrimental  to  the  education  of  handicapped  individuals. 
On  the  other  hand  the  literature  does  not  rule  out  the  use  of  some 
form  of  voucher  system  as  a  potential  service  delivery  model  for 
special  education. 


Discussion 

An  examination  of  the  pro]}Cse^  alternative  service  delivery 
systems  for  handicapped  individuals  selected,  reveals  that  the 
authors  were  concerned  with  at  least  the  following  questions: 

1.  How  can  appropriate  groupings  be  formed  without  the 
negative  side  effects  involved  with  current  classification 
and  labeling  systems? 

2.  iiow  can  an  image  of  the  "problem  child"  be  replaced  with 
a  system  failure  concept? 

3.  How  can  the  problems  of  overinclusion  and  overexclusion 
be  attenuated  or  neutralized? 
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4.    How  can  a  system  of  accountability  be  constituted  that 
would  deal  with  efficacy  in  services  for  the  handicapped? 

Although  the  models  reviewed  have  many  positive  suggestions »  no 
one  model  adequately  answers  these  questions  and  related  issued  raised 
by  the  current  litigation  and  legislation.    In  addition^  such  models 
have  yet  to  demonstrate  their  practicaility  and  efficacy.    In  whatever 
way  special  education  answers  the  four  questions  listed  above^  it  will 
have  to  deal  with  all  service  categories  and  document  the  efficacy 
of  its  answers.    Further^  mandates  from  litigation  and  questions  from 
increasingly  active  consumer  groups  (such  as  those  who  sponsored  the 
legal  actions  discussed  in  this  paper)  indicates  that  inferential 
data  will  be  highly  scrutinized  and  that  normative  procedures  which 
label  and  classify  may  often  be  considered  biased • 


Recommendations 

After  reviewing  selected  issues  related  to  special  educational 
service  delivery  models  the  following  recommendations  seem  appropriate: 

1.  Due  to  a  need  for  greater  objectivity  in  special  educational 
service  delivery  systems^  general  objectives  for  special 
education  should  be  operationally  stated.    That  is»  stated 
in  such  a  way  that  they  can  be  empirically  verified. 

2.  In  order  to  enhance  precision  and  accountability^  special 
educators  should  use  data  based  programming  whenever 
possible. 

3.  One  thrust  of  research  should  be  toward  the  development  of 
more  flexable^  but  accurate  direct  measurement  <?ystems  for 
classroom  use. 

4.  hntry  and  exit  criteria  should  be  set  for  each  level  of 
service.    GNational  guidelines  might  be  established  but 
specifics  would  have  to  be  negotiated  at  state  and  local 
levels.    For  example  criterion  could  be  based  on  "task 
analysis"  (Urown»  1U73;  and  Uateman»  1971} »  and  could 
follow  a  modified  Reynolds  and  Balow  model  which  determines 
the  entry  and  exit  of  students  to  different  instructional 
systems  or  service  levels  on  the  basis  of  task  analysis 
based  tests  of  academic  and  social  performance.) 

I>.    Another  thrust  of  research  should  be  the  development  of 
alternative  serv  ce  delivery  models  which  are  compatable 
with  the  trends  ia  litigation  and  legislation. 

In  summary 9  educators  of  all  students  should  develop  and  be 
trained  to  operate  within  service  delivery  models  which  arc  compatable 
with  the  trends  in  litigation  and  legislation.    Regardless  of  a 
particular  model  special  educators  must  be  prepared  to  document  the 
efficacy  of  their  activities  to  the  general  public  as  well  as  before 
courts  of  law. 
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A  Partial  Delineation  op  What  the  Practitioner 
Needs  From  the  Reaearch^g-.in  Developing  Public 
School  Prograais  for  Selected  Lo<»"Functionlng  Individuals 

Weston  Williaas,  Jane  Stepner,  Mancy  Scheuerman*  Richard  Broome » 
Sylvia  Conte,  Tim  Croimer  and  Lou  Brown 

University  o£  Wisconsin  and  Madison  Public  Schools 


I.  Problem 

Due  to  pressure  from  parental  groups,  litigation  and  legislation 
(Schwartz,  1973;  Gilhool,  1973;  Lippman  and  Goldberg,  1973)  there 
have  been  increased  pressures  and  mandates  In  many  areas  of  the 
country  to  provide  educational  programs  for  all  persons  within 
specified  age  ranges.    Madison  Public  Schools  (Madison,  Wisconsin) 
wherein  the  programs  to  be  discussed  are  being  developed,  has  imple- 
mented what  may  be  called  a  "zero  reject"  educational  model.  Within 
this  model  the  educational  system  is  obligated  to  provide  educational 
programs  for  all  handicapped  persons  between  the  ages  of  rhree  and 
twenty-one  years  regardless  cf  current  functioning  levels.    Due  to 
the  Implementation  of  the  "zero  reject"  model  individuals  who 
previously  remained  at  home  or  received  services  through  ARC  programs 
are  now  in  public  school  programs  for  the  first  time.    As  a  result 
we  are  currently  developing  longitudinal  public  school  programs  for 
the  lowest  functioning  individuals  in  the  Madison  School  District. 

This  population  includes  students  who: 

a.  do  not  imitate 

b.  self-mutilate 

c .  smear 

d.  ruminate 

e.  self-stimulate 

f .  seizure  (not  medically  controlled) 

g.  aggress  towards  others 

h.  do  not  follow  simple  verbal  directions 

i.  are  heavily  medicated 

j.  have  unstable  medical  conditions 

k.  are  not  toilet  trained 

*    1.  do  not  attend  to  salient  stimuli 

m.  have  intense  and  enduring  temper  tantrums 


This  paper  was  supported  in  part  by  Grant  Mo.  OEG-0-73-6137  to  the 
University  of  Wisconsin-Madison  from  the  Department  cf  HEW,  Bureau  of 
Education  for  the  Handicapped,  Division  of  Training  Programs,  Washington,  D. 

Originally  this  paper  was  presented  at  the  98th  Annual  American  Association 
on  Mental  Deficiency  Meeting,  Toronto  Ontario,  Canada,  June,  1974. 
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In  short,  those  individuals  typically  Imvc  extrcnely  linitod  behavior 
repertoires  in  such  vital  areas  as  lan^uaf^e,  inntntion,  soK-hclp 
skills,  conmunity  survival  skills,  motoric  behavior  an«l  vocntional 
skills. 


II.    A  Search  for  Teaching  Procedures,  Pro^;rai.i  Content  and  Sequence 

In  the  process  of  developing  pu!)lic  scliool  propjrans  for  the  lov;  func- 
tioning individuals  described  above  v/c  have  been  Icokinp  to  such  areas 
as  regular  education,  special  education,  cx]'crincntal  psychology, 
experimental  mental  retardation,  and  a]']2lied  be?iavioraI  analysis 
for  viable  information  on  instructional  procedures,  content  and 
sequence.    We  have  attempted  to  integrate  information  fmm  these 
areas  in  order  to  articulate  basic  notions  of  how  to  teach,  what 
to  teach,  and  how  to  measure  the  efficacy  of  selected  instructional 
procedures,  program  content,  and  sequence. 

Slide  Set  I; 

i»    liow  to  tcoch;    A  basic  and  general  instructional  procedure 

a.  reinforcement 

b.  modeling  and  imitation 

c.  priming 

d.  fading 

2.  I'/liat  to  teach 

a.    task  analysis 

1)  sequence 

2)  materials 

3.  ^^eas^res  of  efficacy 

a.    direct  measurement  design  \ 

1)  ABAB  Design 

2)  Multiple  Baseline  Designs 

3)  Tcst-Tcach-Test  Design 

4)  Trials  to  Criterion  Design 

5)  Krrors  to  Criterion  Design 

Tlie  reader  is  referred  to  Brown  and  Williams  (1974)  for  bibiiofiraphies 
of  readings  which  will  articulate  the  basic  instructional  procedure, 
content  and  measurement  procedures  in  detail. 


in*    Two  Components  of  Developing  Public  School  Programs  for  Selected  how* 
Functioning  tndivictuals  . 
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T\\v  system  wo  are  utilizing  to  clcvcloi^  public  school  prop.rans  for 
selected  low-functioninf*.  incUvicUiais  consists  of  at  least  two 
nonmutually  exclusive  components:    1)  enpirically  verifying  that 
the  students  can  he  taup.ht  arbitrarily  selected  skills;  and  2) 
Uevelopinn  nore  effective  and  efficient  instructional  procedures, 
prof.raj!!  content  and  sequence. 

1 .    Ijnpiricallv  verifying  that  the  students  can  be  taup.ht  arbitrarily 
selected  skills. 

UtSli2in(»  the  basic  notions  of  how  to  teach,  what  to  teach,  and 
how  to  measure  efficacy  discussed  above,  we  have  been  able  to 
teach  the  population  of  individuals  described  a  wide  ranr.e  of 
arbitrarily  selected  skills.    Tlie  following  slides  depict  a 
representative  san]5lo  of  these  sV.ills.    It  must  be  noted  that 
nost  of  the  students  shown  here  were  initially  noninitativc, 
nonverbal,  did  not  follow  verbal  directions,  were  not  toilet 
trained,  etc.,  when  they  initially  entered  public  school. 
Tliesc  students  'lave  now  been  in  a  jjublic  scliool  proRran  fron 
one  to  two  years. 

Slide  Set  II: 


a. 

prepositions 

b. 

self-care 

c. 

reading* 

d. 

writinp 

e. 

sound  imitation 

f. 

expressive  lanp.uago 

R. 

association  by  function 

h. 

colors 

i. 

auditory  discrimination 

j. 

one-to-one  correspondence 

one-nany 

1. 

equality 

ri. 

addition 

2 •    The  noec!  F^r  evolving  novc  efficient  instruct ionnl  }^rocodiiros» 
pro{.^,ram  content  anU  se({Ucuco> 

After  cnpirically  verifying,  that  these  stiulents  couM  icarn 
arbitrarily  selected  sKills,  the. efficacy  of  current  instruc- 
tional ]^rocechires,  prot»ran  content,  scope  and  sequence,  etc, 
iuid  to  be  addressed •    In  our  judpj.5ent  v.iiat  v.-e  l.now  and  arc 
doin".  now  is  inadequate,  •  Thus,  we  are  in  r;ced  of  nore  effective 
and  efficient  pro^rans  in  all  instructional  areas.    In  an  attempt 
to  illustrate  sone  of  the  problens  ko  have  encountered  across 
instructional  areas  we  would  like  to  present  an  object  recoy^nition 
program , 


(ibjcct  Discrlniimtion  Progrttn  (WCiTA)  -  One  object  recognition 
prur,ram  wo  use  involves  tuachinr.  «*»  stiulcnt  to  clcnonstrato  ar 
object  discrimination  when  j'iven  a  v*?rbal  ciio.    Tor  cxnnrlo, 
v/!ion  the  student  is  presented  with  a  ball  ainl  n  ciij:  pnd  .p.ivon 
tiic  cue,  "Touch  ball,"  tlie  student  should  touch  the  l)all.  In 
tcacliiuR  object  recognition  sMllr.  to  a  student  wc  concurrently 
teach  then  to  scan  and  imitate.    In  the  instructional  tviradisrn, 
the  teacher  can  then  have  the  student  scan  the  stiwulus  array 
before  enittinp,  a  response  to  the  verbal  cue  and  can  teach 
correct  responses  throur.h  nodelinp, . 

Slide  Set  Tilt 

a,  node  1  in;;  and  initation 

b,  scanning. 

c,  object  recognition 

Instructional  difficulties  -  litilisinti  this  basic  procedure  and 
scr.uencc  wc  have  been  able  to  teach  nosl  students  varied  discrir- 
ination  sVills  (e.n.,  object  recognition,  colors,  bin/little, 
rcidinf!).    However,  it  often  appears  th.at  students  learn  those 
skills  due  to  the  persistence  and  so])]iisticat  ion  of  the  tonc!jer, 
rather  than  effective  and  efficient  instructional  procedures, 
proRran  content  and  se<iuence.    In  other  words  some  of  tlio 
problcns  we  have  encountered  with  this  procedure  are: 

a.  for  some  students  it  takes  hundreds  of  trials  to  topcb 
then  to  demonstrate  a  simple  cup-ball  discrini nation; 

b,  for  many  students  responding  is  ouite  variable; 

c,  the  skills  usually  do  not  ^oneralizc  and  maintain  to 
the  extent  we  desire; 

d.  many  profiram  variations  are  often  tried  before  the 
students  consistently  demonstrate  the  discriminations, 

A  Clinical  Reaction  to  Instructional  Uifficulties  -  As  a  result  of 
such  probler.s  we  will  look  almost  anywhere  for  notions  of  how  wo 
can  improve  our  j^ronramming.    I  will  briefly  describe  some  of  tlie 
strategies  we  have  implemented  to  enliance  the  efficacy  of  the  objoct 
reconnition  ]<roj»ram, 

1.    Si.".n  Lann.uat'.e;    Vi'e  drew  on  and  adapted  some  of  the  notions  of 
Bricker  (11)72)  and  Yoder  (lU?:;,  jiersonal  communication)  and 
implemented  a  sijin  lannua(»G  program  to  facilitate  learninr.  of 
object  recognition.    The  sijrn  language  program  involved  teaching 
the  student  to  make  the  American  Si{»n  !<an.(»u<'i5*e  sifin  for  the 
objects  to  be  discriminated.    Witliin  the  instructional  program 
tlie  teacher  would  present  two  objects  (e.r.,  chair  and  pants), 
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and  the  response  cue  to  touch  one  of  them  (o.n.,  touch  chair) 
while  she  nade  the  sign  for  the  objeci".    Tlio  student  then  had 
to  make  the  appropriate  sign  for  the  requested  object  (e.g., 
chair)  and  touch  it.    The  preliminary  data  indicated  that  the 
addition  of  a  motoric  gesture  such  as  a  sign  nay  facilitate  the 
student  learning  to  demonstrate  object  recognition  when  given  a 
verbal  cue. 

Slide  Set  IV; 

a,  teaciting  signing 

b,  teacher  giving  response  cue 

c,  student  making  sign 

d,  student  raaking  discrimination 

Functional  Object  l.'se;    The  work  of  Miller  and  Yoder  (li)75)  and 
Hricker,  Dennison,  U'atson,  Vincont-Snxth  (1073)  suggested  that 
teaching  students  the  functional  use  of  ibjects  to  be  discrini- 
nated  nay  facilitate  discrimination  learning,    l-'or  some  students 
a  functional  oijjeot  use  program  was  conducted  concurrently  with 
the  object  recognition  program.    The  program  consisted  of  teach- 
ing the  students  to  functionally  utilise  (e,".,,  drink  from  cup, 
stir  with  spoon)  tlie  objects  they  were  learning  to  differentially 
respond  to  when  f-.iven  a  verbal  cue  in  tficir  object  recognition 
program.    The  data  from  this  program  suggested  to  us  that  teaching 
the  student  tha  functional  use  of  objects  facilitated  the  student 
demonstrating  an  object  discrimination  when  given  a  verbal  cue. 

Slide  Set  V; 

a,    functional  ur.e  of  napkin 
1),    functional  use  of  spoon 
c,    functional  use  of  cur 

Errorless  Discrimination  Learning;    Here  we  drew  on  and  adaj)tet1 
some  of  the  notions  of  Sidman  and  Stoddard  Cl%7),  Touchcttc 
(lyoi)  r,  1971)  and  Terrace  (1%3)  in  develojjing  a  version  of 
what  is  referred  to  in  learning  rcsearcli  literature  as  an 
errorless  discrimination  learning  par ad i gm. 

To  implement  the  program  ».e  built  two  light  boxes,    llie  intensity 
of  the  light  in  one  box  could  ]>o  raised  and  lo\.ered  independently 
of  the  other,    Tliere  were  five  calibrated  light  intensities  which 
varied  from  bright  to  dark,    A  socl:  and  a  pencil  were  liung  in 
front  of  the  boxes  (their  position  was  randomly  varied)  and  the 
student  was  first  taught  to  touch  the  object  on  thl^  ligljted  box 
when  given  tlio  cue  "Touch."    :,'ext,  the  st-.idpnt  \.'.'is  given  a  ctJC 
to  touclj  cither  the  sock  or  tlu;  pencil  with  tlje  ligiit  at  full 
intensity  behind  the  correct  object.    After  the  student  emitted 
three  consecutive  correct  responses,  the  light  intensity  behind 
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the  correct  object.    After  the  student  criittcd  throe  consccutivo 
correct  rcsponsen,  the  lipht  intensity  behind  the  correct  object 
was  dinned  to  the  next  lower  intensity.    If  the  student  cnitted 
two  consecutive  errors,  the  intensity  behind  tlie  correct  choice 
was  increased  to  the  next  idj»hest  intensity.    These  procedures 
were  continued  until  tlie  cliild  res])onded  orrorlcssly  without 
lif.ht  cues.    The  objects  \;cro  t}*ien  trnnsferred  from  the  boxes 
to  a  table.    Preliminary  data  fron  this  ]>ro«^ran  indicate  rapid 
and  almost  errorless  lenrninn  of  the  discriminations. 

Slide  Set  VI; 

a.    errorless  learning  se({uence 

The  result  of  these  explorations  is  that  we  hnve  <»athered  some  infor- 
mation on  potentially  vial>le  instructional  procedures,  rrof.ran  content 
and  sequence  for  facilitating  severely  lmndica]^]^<^d  childrons*  ac<iuisi- 
tion  of  object  reco«»nition  to  a  verbal  cue.    Our  attempts  to  develop 
more  effective  instructional  procedures,  proj^ran  content  and  sequence 
in  other  instructional  areas  sugp.est  similar  results. 

However,  the  clinical  data  wo  arc  accunulatinp  on  pronriun  developnent 
does  not  satisfy  us»    V/e  would  like  help  fron  the  researcher  in 
lending  precision  and  control  which  is  difficult  to  obtain  in  mblic 
school  classrooms  to  the  development  of  public  scl^ool  ]>rograms  for 
these  students. 

Wliat  V/e  Need  I'ror^  the  IV^searcl^er 

The  follovin,".  is  a  cursory  listing  of  some  of  tlie  information  we  need 
to  enhance  the  programs  we  are  developing  ^or  those  students. 

1.  i.'c  need  information  on  the  longitudinal  effects  of  various  ])ror;ran 
alternatives.    For  example,  it  may  be  the  case  tliat  students  vill 
acijuire  discriminations  more  rapidly  througli  an  errorless  learninr 
paradigm  but  jerhaps  the  behavior  i;ill  not  readily  maintain  nor 
genei*al  Ize. 

2.  We  need  information  on  how  to  fit  various  programminr  alternatives 
or  brandies  to  srecific  children. 

3.  V;e  need  information  on  what  to  teach  tliese  students  and  in  what 
sequence.    For  example,  perliaps  v/e  arc  putting  too.  much  stress  too 
early  or  out  of  sequence  on  object  recognition  programs. 

4.  The  programs  described  here  were  innlenented  utilizing  a  low 
student  to  teacher  ratio  (i.e.,  1:1  -  3:1).    Wo  need  to  cither 
develop  methods  for  prograruning  in  larger  fjroups  or  to  develop 
a  technology  (teaching  machines)  wliich  can  accommodate  a  low 
ratio. 


37 


V/c  need  techni^iiics  for  solving  severe  mnni^orent  |  rob  lens  in 
public  schools.    Institutions  shock,  foou  deprivation,  restraint 
and  isolation  have  been  used  to  estriblish  beliavior  control.  In 
public  school  settings  there  are  restrictions  on  tlie  use  of  such 
procedures. 

If  the  skills  we  teaci:  these  children  are  to  naintnin  and 
penerali:;e,  uc  will  need  to  work  closely  with  jrarents.  Mc 
need  infornation  on  !iow  to  facilitate  effective  parent  school 
interactions. 

A  key  skill  to  facilitating,  the  independent  functioning  of  there 
students  is  expressive  language.    Tluis  far  we  !iavc  not  I  cen  very 
successful  at  teaching  these  students  to  use  functional  expressive 
language. 

Many  of  these  students  arc  on  drugs  for  nodical  reasons.    V'o  need 
ways  of  mininizing  drug  effects  which  are  dctrinental  to  student 
performance. 

V/e  need  help  in  making  prograrns  for  tiiese  students  useal)le  by 
untrained  public  school  teacliers.    The  progrnr.:s  articulated  lioro 
were  supervised  by  or  ir.plenented  by  jniblic  school  teachers  with 
intensive  training  in  operant  analysis  procedures  and  l)ehavior 
nodification.        nakc  those  prograns  viable  for  untrained  public 
school  teachers  v.  j  could: 

a.  Intensively  train  teachers  in  t!  c  use  of  operant  analv'^is  nm^ 

•  •  • 

behavior  nodification  procedures; 

b.  detect  and  progran  for  Iheso  studcntTs  at  n  very  younn  are 
such  that  intensive  intervention  in  public  schools  nay  be 
unnecessary; 

c.  operationally  define  and  articulate  instructionil  procedures, 
I>rogran  content,  and  scqucnice  to  the  point  whore  a  relatively 
untrained  teaclier  can  read  a  t^ror^rar.  and  effect ivelv  innionont 
it. 
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TEACHING  SEVERELY  HANDICAPPED  STUDENTS  TO  EXPRESS 
SELECTED  FIRST,  SECOND.  AND  THIRD  PERSON  SINGULAR 
PRONOUN  RESPONSES  IN  ANSWER  TO  "WH0-D0IN6"  QUESTIONS 

By 

Barbara  Swetllk  and  Lou  Brown 
Madison  Public  Schools  and  University  of  Wisconsin^ 


Impaired  language  and  communication  skills  constitute  major  Imped- 
iments to  the  social,  emotional,  and  vocational  adjustment  of  retarded 
citizens  (Schlefelbusch,  Copeland  &  Smith,  1967).    In  fact,  deficits  In 
language  probably  define  developmental  retardation  more  than  any  other 
aspect  of  behavior  (Brlcker  &  Brlcker,  1972).    More  specifically,  the 
language  of  retarded  children  has  been  characterized  as  "not  being 
developed  beyond  stereotyped  patterns  of  speech"  and  "delayed  In  the 
development  of  such  conceptual  linguistic  functions  as  generalization, 
association,  discrimination,  and  the  manipulation  of  verbal  concepts" 
(Schlanger,  1967,  p.  137).    Keane  (1972,  p.  5)  concludes,  "The  one  un- 
disputed fact  that  has  been  well  documented  Is  that  there  is  a  higher 
than  normal  incidence  of  communication  (speech,  language,  and  hearing) 
disorders  found  in  the  mentally  retarded  collectively." 

If  retarded  citizens,  particularly  severely  handicapped  citizens, 
are  to  function  with  some  degree  of  success  In  the  mainstream  of  our 
society,  they  must  be  taught  the  language  skills  necessary  to  coiranunl- 
cate  effectively  In  a  variety  of  social,  recreational,  and  occupational 
settings  (Sontag,  Burke  &  York,  1973).    If  language  training  is  not 
effective,  the  probability  of  ultimate  adjustment  to  a  public  living 
environment  would  be  low.    Recent  studies  have  suggested,  however,  that 
language  training  can  be  effective.    Brlcker  and  Bricker  (1971);  McLean, 
Yoder  and  Schlefelbusch  (1972);  and  Schlefelbusch,  Copeland  and  Smith 
(1967)  have  reported  programs  demonstrating  that  severely  handicapped 
children  can  benefit  from  language  training  if  Instructional  efforts 
are  structured,  precisely  sequenced,  and  used  simultaneously  with 
appropriate  reinforcement  principles. 

One  Important  communication  skill  which  Is  often  deficient  In  re- 
tarded children  is  the  ability  to  ask  and  answer  questions  appropriately. 
Questions  are  an  indispensable  part  of  most  linguistic  transactions.  A 
child  can  learn  much  through  the  questions  he  asks  and  adults  can  become 
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knowledgeable  about  much  of  what  a  child  comprehends  by  asking  quertlons. 
Of  crucial  Importance  are  skills  related  to  "wh"  questions  (i.e.,  ques- 
tions Introduced  by  an  interrogative  word  such  as  what,  where,  who,  when 
and  why).    Unfortunately,  these  skills  appear  difficult  for  severely 
handicapped  students  to  acquire.    This  apparent  difficulty  may  be  a 
function  of  the  specific  semantic  and  syntactic  constraints  associated 
with  responses  to  "wh"  questions.    For  example,  a  "who"  question  must 
be  answered  semantical ly  by  a  response  that  refers  to  a  person  and 
syntactically  by  a  noun  phrase  or  a  pronoun. 

The  classroom  teacher  who  developed  this  program  observed  that  her 
students  did  not  answer  "wh"  questions  correctly  In  a  variety  of  situa- 
tions.   This  deficit  first  became  apparent  when  the  teacher  questioned 
students  about  the  content  of  stories  In  preprtmer  reading  books.  In 
addition.  It  was  determined  that  In  situations  requiring  oral  communi- 
cation, students  often  did  not  answer  "wh"  questions  with  correct  semantic 
and  syntactic  Information.    For  example,  when  asked,  "Who  is  playing  the 
piano?",  students  often  failed  to  respond  consistently  with  a  person's 
name  or  a  pronoun.    In  order  to  develop  the  students'  abilities  to  answer 
questions  about  the  content  of  reading  material,  it  seemed  essential 
that  the  students  first  learn  to  answer  "wh"  questions  In  oral  communi- 
cation.   Thus,  teaching  the  students  to  respond  correctly  to  at  least 
"who"  questions  became  one'major  objective  of  this  program. 

In  addition  to  skills  related  to  '-who"  questions,  the  pronoun 
system  is  another  aspect  of  language  which  Is  often  deficient  In  language 
delayed  children  (Waryas,  1973).    In  order  to  use  pronouns  correctly, 
students  must  learn  what  pronouns  mean  (I.e.,  what  words  they  refer  to), 
which  pronoun  to  select  for  use  In  a  particular  situation,  and  when  not 
to  use  pronouns  at  all.     It  was  determined  that  the  students  rarely 
used  pronouns  either  In  response  to  direct  questions  or  In  less  struc- 
tured communications.     In  fact,  "I"  appeared  the  only  pronoun  used  and 
its  use  seemed  quite  limited  and  was  oftentimes  Incorrect.    When  students 
referred  to  themselves  or  their  classmates,  they  would  most  frequently 
use  proper  names  Instead  of  pronouns  (e.g.,  "Who  wants  juice?";  "John 
does.").     In  addition,  the  teacher  noticed  that  although  the  students 
were  taught  to  label  pronouns  contained  In  their  preprlmer  reading  books, 
they  had  difficulty  delineating  the  persons  to  which  the  pronouns 
referred.    Thus,  In  addition  to  teaching  students  to  respond  correctly 
to  "who"  questions,  a  second  major  objective  v/as  to  teach  students  to 
use  singular  subject  pronouns  In  a  semantical ly  and  syntactically 
acceptable  manner. 

In  summary,  this  program  is  an  attempt  to  organize  and  teach 
several  basic  language  and  communication  skills  and  to  provide  an  in- 
structional model  for  the  development  of  selected  pronoun  usage  skills 
of  severely  handicapped  students.    In  order  to  communicate  the  relevant 
components  of  the  Instructional  program,  as  well  as  to  delineate  the 
specific  skills  required,  a  detailed  task  analysis  follows: 

Phase  I :  Teaching  students  to,  or  verifying  that  students  could. 

Imitate  selected  one,  two,  and  three  word  verbal  responses. 
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Part  1  -  Teaching  students  to,  or  verifying  that  students 
could,  imitate  one  word  verbal  responses  (e.g., 
"I"). 

Part  2  -  Teaching  students  to,  or  verifying  that  students 
could,  imitate  two  word  verba!  responses  (e.g., 
"I  am"). 

Part  3  -  Teaching  students  to,  or  verifying  that  students 
could,  imitate  three  word  verbal  responses  (e.g., 
"I  am  stand" 

Phase  I i :         Teaching  students  to  perform  actions  in  response  to  verbal 
cues,  to  visually  discriminate  actions,  and  to  label 
act  ions . 

Part  1  -  Teaching  students  to  perform  actions  in  response 
CO  verbal  cues  (e.g.,  "Show  me  standing."). 

Part  2  -  Teaching  students  to  visually  discriminate 
actions  (e.g.,  "Touch  someone  standing."). 

Part  3  -  Teaching  students  to  label  actions  (e.g.,  "What 
is  John  doing?"). 

Pha&b  lit:       Teaching  students  to  visually  discriminate  -hemselves,  the 
teacher,  and  classmates  in  response  to  na"'-'  cues. 

Part  I  -  Teaching  students  to  visually  discriminate  them- 
selves in  response  to  a  name  cue  (e.g.,  "John, 
touch  John."). 

Part  2  -  Teaching  students  to  visually  discriminate  the 
teacher  in  response  to  a  name  cue  (e.g.,  "John, 
touch  Ms.  Swetl ik."). 

Part  3  -  Teaching  students  to  visually  discriminate  class- 
mates in  response  to  name  cues  (e.g.,  "John, 
touch  Peggy."). 

Part  k  -  Teaching  students  to  visually  discriminate  them- 
selves, the  teacher,  and  classmates  in  response 
to  name  cues  (e.g.,  "John,  touch  John,  Ms.  Swetl  ll<, 
and  Peggy."). 

Phase  iV:         Teaching  students  to  visually  discriminate  maies  and 

females  in  response  to  3rd  person  singular  subject  pro- 
noun cues. 

Part  I  -  Teaching  students  to  visually  discriminate  males 
in  response  to  the  3rd  person  singular  subject 
pronoun  cue  "he"  (i.e.,  "Touch  a  he."). 

Part  2  -  Teaching  students  to  visually  discriminate  females 
in  response  to  the  3rd  person  singular  subject 
pronoun  cue  "she"  (i.e.,  "Touch  a  she.") . 

Part  3  -  Teaching  students  to  visually  discriminate  males 

and  females  in  response  to  the  3rd  person  singular 
subject  pronoun  cues  "he"  and  "she"  (i.e.,  "Touch 
a  he.";  "Touch  a  she."). 
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Phase  V: 


Phase  V  i : 


Phase  Vi I : 


Phas'2  V 1!  I 


Phase  iX: 


Teaching  students  to  make  proper  name  -espcnses  to  "who" 
questions  containing  1st,  2nd,  and  3rd  person  singular 
subject  pronouns. 


Teach! -jg  stuasnts  to  label  the  teacher  In  response 
to  "who"  questions  containing  the  1st  person 
singular  subject  pronoun  "I"  (I.e.,  "Who  am  i?"). 
Teaching  students  to  label  themselves  In  response 
to  "who"  questions  containing  the  2nd  person 
singular  subject  pronoun  "you"  (I.e.,  "Who  are 
you?"). 

Teaching  students  to  label  the  teacher  and  them- 
selves In  response  to  "who"  questions  containing 
the  1st  and  2nd  person  singular  subject  pronouns 
"I"  and  "you"  (I.e.,  "Who  am  i?";  "Who  are  you?"). 
Teaching  students  to  label  male  classmates  In  re- 
sponse to  "who"  questions  containing  the  3rd  person 
singular  subject  pronoun  "he"  (i.e.,  "Who  Is  h®'")- 
Teaching  students  to  label  female  classmates  In 
response  to  "who"  questions  containing  the  3rd 
porson  singular  subject  pronoun  "she"  (i.e.,  "Who 
Is  she?"). 

Teaching  students  to  label  male  and  female  class- 
mates in  response  to  "who"  questions  containing 
the  3rd  person  singular  subject  pronouns  "he"  and 
"she"  (i.e.,  "Who  is  he?";  "Who  Is  she?"). 
-  Teaching  students  to  label  themselves,  the  teacher, 
and  male  and  female  classmates  In  response  to  "who" 
questions  containing  1st,  2nd,  and  3rd  person 
singular  subjc-ot  p.rx)noims  (I.e.,  "Who  ami?"; 
"Who  are  ^?";  "Who  Is  he/she?"). 

Teaching  students  to  respond  to  "who-doing"  questions  with 
the  ^st  person  singular  subject  pronoun  and  present  pro- 
gressive verbs  (e.g.,  Q:    "Who  is  standing?"    A:    "i  am 
standing.") . 

Te?  .hing  students  to  respond  to  "who-doIng"  questions  with 
the  2nd  person  singular  subject  pronoun  and  present  pro- 
gressive verbs  ^e.g.,  Q:    "Who  Is  standing?"    A;    "You  are 
standing.") . 

Teaching  sti jents  to  respond  to  "who-doIng"  questions  with 
the  1st  and  2nd  person  singular  subject  pronouns  and  present 
progressive  verbs  (e.g.,  Q:    "Who  Is  standing?"    A:  "lam 
standing."    Q:    "Who  Is  standing?"    A:    "You  are  standing."). 

Teaching  students  to  respond  to  "who-doIng"  questions  with 
3rd  person  singular  subject  pronouns  and  present  progressive 
verbs. 


Part  1  - 
Part  2  - 

Part  3  - 

Part  U  - 
Part  5  - 

Part  6  - 

Part  7 
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Part  1  -  Teaching  students  to  respond  to  '•who-dolng'" 

questions  with  the  3rd  person  singular  subject 
pronoun  ''he'"  (e.g.,  Q:    *'Who  Is  standing?'* 
A:    ••He  Js  standing."). 

Part  2  -  Teaching  students  to  respond  to  "who-dolng*^ 

questions  with  i.he  3rd  person  singular  subject 
pronoun  ••she*'  (e.g.,  Q:    ••Who  Is  standlng?^^ 
A:    ••She  Is  standing. ••) . 

Part  3  •  Teaching  students  to  res(.ond  to  ••who-dolng'* 

questions  with  the  3rd  person  singular  subject 
pronouns  ••he^^ 'and  ••she*^  (e.g.,  Q:    ''Who  is 
standing?^    A:    ••He/She  Is  standing. ••; . 

Phase  X:  Teaching  students  to  respond  to  ••who-doing"  questions  with 

1st,  2nd^and  3rd  person  singular  subject  pronouns  and 
present  progressive  verbs  (e.g.,  Q:    ••Who  Is  standing?'* 
A:    •'!  am  standing.''    Q:    "Who  Is  standing?"    A:  "You 
are  standing."    Q:    ••Who  Is  standing?^'    A:    •'He/She  is 
standing."). 


Examination  of  the  task  analysis  should  make  several  program 
parameters  salient:  First,  ••who"  questions  were  used  rather  than 
other  •'wh'^  question  forrr^.  "Who*^  questions  were  selected  because 
of  the  following  considerations. 

a)  The  students  had  demonstrated  the  ski! Is  necessory  to  answer 
many  "yes-no,"  "what  +  be,"  "what  -f  do,"  and  "what  kind" 
questions  anu  did  so  frequently  In  classroom  situations. 
Thus,  "who'  questions  seemed  a  logical  choice  according 

to  the  postulated  developmental  sequence  of  question 
acquisition  skills  presented  by  Voder  (1972). 

b)  Beginning  reading  and  pictorial  material,  because  of  the 
emphasis  on  characters  and  conversation.  Is  replete  with 
content  appropriate  for  ••who'^  questions,    it  was  Intended 
that  acquiring  skills  required  to  answer  •'who"  questions 
would  better  prepare  students  for  development  of  more 
complex  reading  comprehension  skills. 

Second,  the  students  were  required  to  answer  "who"  questions  with 
pronoun  responses.    Pronoun  responses  were  required  because: 

a)  The  students  rarely  used  pronouns  in  their  speech; 

b)  Understanding  and  correct  usage  of  pronouns  are  skills  whi^.h 
many  severely  handicapped  students  must  be  systematically 

«  taught ;  and 

c)  Acquiring  skills  In  pronoun  usage  would  probably  facilitate 
the  correct  delineation  of  persons  to  which  pronouns  referred 
in  reading  materials. 
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Third,  the  students  were  required  to  make  complete  three  word 
sentence  responses  containing  a  pronoun  and  a  present  progressive  verb 
(e.g.»       am  standing.'')-    This  response  form  was  required  because: 

d)    The  students  had  exhibited  the  ability  to  use  three  word 
verbal  chains  but  did  not  normally  use  them  in  unstructured 
classroom  settings; 

b)  According  to  Dale  (1972),  the  present  progressive  is  the 
fir^i:  verb  inflection  to  be  acquired  in  a  normal  language 
developmental  sequence;  and 

c)  Repeated  practice  with  the  sentence  forms  "I  am  ''You 

are   ^";  "He  Is   and  "She  is   might  contribute 

to  the  development  of  a  strategy  for  generating  complete 
sentence  responses  to  "wh"  questions  which  contain  other 
verbs  in  other  situations. 

Fourth,  the  students  seemed  most  interested  in  discussions  about 
nersons  in  the  immediate  classroom  environment.    Because  of  this  already 
established  interest,  it  was  decided  to  ask  "who"  questions  about  the 
students  and  the  teacher  before  substituting  pictures  or  printed  material. 

Finally,  the  skills  necessary  to  complete  each  component  of  the 
program  were  empirically  verified  through  criterion  measurement. 


METHOD 

Students  (Ss) 

The  8  Ss  involved  were  enrolled  in  a  public  school  program  for 
trainable  level  retarded  students.    Ss  ranged  J^n  chronological.age 
from  6  years  10  months  to  11  years  11  months  (X  «  8.9)  and  in  MA  from 
3  years  8  months  to  5  years  5  months  (X  =  k.k).  (See  Appendix  A) 

Psychological  reports  indicated  that  Ss  had  obtained  IQ  scores 
on  the  Stanford-Binet  that  ranged  from  37  to  56  (X  «  ^9-13).  Years 
In  public  school  as  of  September,  1973,  ranged  from  1  to  ^  (X  «  2.7). 

The  following  diagnostic  labels  and  descriptive  statements  were 
extracted  from  cumulative  folders:    "mongoloid,"  "trainable," 
"moderately  retarded,"  "hyperactive  but  controllable,"  "self- 
stimulating  behaviors,"  "displays  temper  outbursts,"  and  "severe 
vision  i'pairment  which  will  interfere  with  progress  In  school." 

The  Ss*  teachers  during  the  past  few  years  in  school  ha/e  added 
the  foMowing  comments  to  the  files:    "difficulty  gaining  eye  contact," 
"difficulty  following  directions,"  "over-stimulated,"  and  "unable  to 
verbalize  discriminations  which  are  well  established  In  her  behavioral 
repertol re." 
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The  8  Ss  were  divided  Into  2  Instr     .tonal  groups  of  k  (Groups  A 
&  B).    Alt  instruction  was  conducted  as  a  regular  class  activity.  Each 
group  participated  In  the  program  for  at  least  20  minutes  per  day,  k 
days  per  week.    While  Group  A  (Ss  i ,  2,  3»  &  ^)  was  seated  with  the 
teacher  (T)  on  one  side  of  the  classroom,  Group  B  (S,s  5f  6,  7f  &  8) 
received  phonics  Instruction  from  a  university  practlcum  student,  and 
vice  versa. 

Instructional  Materials  and  Arrangements 

Phase  I ;    Teaching  students  to,  or  verifying  that  students  could, 
imitate  selected  one,  two,  and  three  word  verbal  responses. 

Parts  I,  2,  and  3 

Materials;    The  following  materials  were  used  In  Parts  I, 
2,  and  3:    Mimeographed  grid  type  data  sheets^  were 
constructed  and  used  In  all  three  parts  of  Phase  1. 
Sufficient  space  was  allowed  to  write  out  all  responses. 

Arrangement :    The  following  Instructional  arrangement  was 
used  in  Parts  I,  2,  and  3:    ^  Ss  were  seated  in  chairs 
arranged  In  a  semi -circle.    T  also  sot  in  a  chair  facing 

Phase  1 1 :    Teaching  students  to  perform  actions  In  response  to 
verbal  cues,  to  visually  discriminate  actions,  and  to  label 
actions. 

Part  I 

Materials :    The  following  materials  were  used  In  Part  I: 
Table,  chair,  scissors,  comb,  zipping  board,  preprlmer 
reading  book,  pieces  of  construction  paper,  and  data 
sheets. 

Arrangement :    The  following  instructional  arrangement  was 
used  in  Part  I:    T  designated  a  part  of  the  classroom 
as  the  Act  ion  Corner.    This  corner  consisted  of  a  cheir 
and  a  table  upon  which  were  placed  the  5  objects 
described  above.    Five  additional  chairs  were  arranged 
facing  the  Action  Corner  and  T  and  k  Ss  sat  In  them. 

Part  2 

Materials;    The  following  materials  were  used  In  Part  2: 
A  table,  2  chairs,  the  5  objects  listed  In  Part  I, 
and  data  sheets. 

Arrangement ;    The  Instructional  arrangement  for  Part  2 
was  the  same  as  for  Part  I  with  the  exception  that 
an  additional  chair  was  placed  in  the  Action  Corner. 
Again,  k  Ss  and  T  were  seated  facing  the  Act  Ion 
Corner. 


Examples  of  all  data  sheets  are  presented  in  Appendix  B. 


46 


Part  3 

Materials:    The  following  materials  were  used  In  Part  3: 
The  5  objects  listed  in  Part  I  and  data  sheets. 

Arrangement:    The  instructional  arrangement  for  Part  3 
was  the  same  as  for  Part  I . 

Phase  III:  Teaching  students  to  visually  discriminate  themselves, 
the  teacher,  and  classmates  In  response  to  name  cues. 

Parts  I .  2,  3.  and  ^ 

Materials:    The  following  materials  were  used  In  Parts  I, 
2,  3,  and  k:    Chairs  for  T  and  each  S  and  data  sheets. 
Arrangement :    The  following  instructional  arrangement  was 
used  In  Parts  I,  2,  3,  and  k:    k  Ss  were  seated  In 
chairs  arranged  In  a  semi»cl rcle.    T  also  sat  In  a 
chair  facing  Ss. 

Phase  IV:    Teaching  students  to  visually  discriminate  males  and 

females  in  response  to  3rd  person  slnqUlar  subject  pronoun  cues. 

Parts  1 .  2.  and  3 

Materials:    The  following  materials  were  used  In  Parts  I, 
2,  and  3:    Chairs  for  T  and  each  S,  2  additional  Ss 
(1  male  and  I  female) ,~and  2  chalFs  for  the  Action 
Corner. 

Arrangement:    The  following  Instructional  arrangement  was 
used  for  Parts  1,  2,  and  3:    Two  additional  Ss  (I  male 
and  1  female)  were  secured.    These  Ss  did  not  receive 
direct  Instruction  but  were  used  <to  form  the  2  male- 
female  pairs  needed  for  the  required  gender  discrimina- 
tions.   6  Ss  and  T  were  seated  fac'ing  t>ie  Action  Corner. 
Two  chalrs"were  placed  In  the  Action  Corner  and  the 
table  was  removed. 

Phase  V:  Teaching  students  to  make  proper  name  responses  to  "who" 
guestions  containing  1st.  2nd,  and  3rd  person  singular  subject 
pronouns. 

Parts  I .  2.  and  3 

Materials:    The  following  materials  were  used  In  Parts  I, 

2,  and  3:    Chairs  for  T  and  each  S  and  data  sheets. 
Arrangement:    The  following  instructional  arrangement  was 

used  for  Parts  I,  2,  and  3:    ^  Ss  were  seated  In  chairs 

facing  T,  who  was  also  seated.  -a^ 


Part  k 

Materials:    The  following  materials  were  used  in  Part  k: 
Chairs  for  each  S  and  T,  an  additional  male  S,  and 
data  sheets. 

Arrangement:    The  f*-  *  lowing  Instructional  arrangement  was 
used  for  Part  4:    An  additional  male  S,  was  secured. 
He  did  not  receive  direct  Instruction  but  was  needed 
so  that  the  other  2  male  Ss  could  make  the  gender 
discriminations  required  In  Part  4.    5  Ss  were  seated 
in  their  chairs  facing  T,  who  was  also  seated. 


47 


Part  5 

Materials;  The  following  materials  were  used  In  Part  5: 
Chairs  for  each  S  and  T,  an  additional  female  S,  and 
data  sheets. 

Arrangement :    The  following  Instructional  arrangement  was 
used  in  Part  5:    An  additional  female  S  was  added  to 
the  group.    She  did  not  receive  Instruction  but  was 
needed  so  that  the  other  2  female  Ss  could  make  the 
gender  discriminations  required  In  Part  5.    5  Ss  were 
seated  in  their  chairs  facing  T,  who  was  also  seated. 

Parts  6  and  7 

Materials-    The  following  materials  were  used  In  Parts  6 
and  7:    Chairs  for  T  and  each  S,  an  additional  male 
and  female  S,  and  data  sheets. 

Arrangement :    The  following  Instructional  arrangement  was 
used  In  Parts  6  and  7:    An  additional  male  and  female 
S  were  added  to  the  group.    6  Ss  were  seated  in  chairs 
in  a  semi -circle  facing  T,  who  was  also  seated. 

Phase  VI :    Teaching  students  to  respond  to  "who^doing"  questions 
with  the  1st  person  singular  subject  pronoun  and  present  pro- 
gressive verbs. 

Phase  VM  :    Teaching  students  to  respond  to  '>who-do?ng"  questions 
with  the  2nd  person  singular  pronoun  and  present  progressive 
verbs. 

Phase  VIM:    Teaching  students  to  respond  to  "who-doing"  questions 
.  with  the  1st  and  2nd  person  singular  subject  pronouns  and 
present  progressive  verbs.  ... 

Phases  VI,  VM,.and  VIM 

Materials:    The  following  materials  Were  used  In  Phases 
VI,  VII,  and  VIM:    A  table  and  chair,  the  5  objects 
listed  In  Phase  11,  and  date  sheets. 
Arrangement :    The  following  instructional  arrangement  was 
used  in  Phases  Vi ,  VI i ,  and  Vi M :    A  chair  and  table 
were  placed  In  the  Action  Corner.    The  five  objects 
listed  In  Phase  il  were  placed  on  the  table.  Five 
additional  chairs  were  arranged  facing  the  Action 
Corner  and  T  and  k  Ss  sat  In  them. 

Phase  IX:    Teaching  students  to  respond  to  "who-dofng"  questions 
.j\Kh  3rd  person  singular  subject  pronouns  and  present  pro- 
gressive verbs, 

'Part  1 

Materials:    The  following  materials  were  used  in  Part  1: 
A  table  and  a  chair,  the  5  objects  listed  in  Phase  M, 
an  ndditional  male  S^,  and  data  sheets. 
^  Arrangement :    The  following  instructional  arrangement  was 
used  in  Part  1-    A  chair  and  table  were  placed  in  the 
Action  corner.    Five  objects  were  placed  on  the  table. 
Six  additional  chairs  were  arranged  In  a  semi-circle 
facing  the  Action  Corner  rnd  T  and  5  Ss  sat  in  them. 
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Part  2 

Materials:    The  following  materials  were  used  fn  Part  2: 
A  table  and  a  chair,  the  5  objects  listed  in  Phase  it, 
an  additional  female  S,  and  data  sheets. 

Arrangement :    The  following  instructional  arrangement  was 
used  in  Part  2:    A  female  S.  was  added  to  the  group. 
The  arrangement  of  the  chairs  and  the  Action  Corner 
was  the  same  as  in  Part  1. 

Part  3 

Materials:    The  following  materials  were  used  In  Part  3: 
A  table  and  a  chair,  the  5  objects  listed  In  Phase  tl, 
an  additional  male  and  female  S,  and  data  sheets. 
Arrangement:    In  Part  3  two  Ss  (1  male  and  1  female)  were 
added  to  the  group.    Seven  chairs  were  arranged  In  a 
semi -circle  facing  the  Action  Corner  and  T  and  6  Ss 
sat  In  them.    A  chair  and  a  table  were  placed  In  the 
Action  Corner.    Five  objects  were  placed  on  the  table. 

.  > 
Phase  X:    Teaching  students  to  respond  to  "who-dolng"  questions 
with  Istt  2nd. and  3rd  person  singular  subject  pronouns  and 
present  progressive  verbs. 

The  materials  and  instructional  arrangement  used  In  Phase  X 
were  exactly  the  same  as  those  used  In  Phase  IX,  Part  3. 

Graphs  and  Tangible  Consequences:     Individual  graphs  were 

constructed  for  each  S.    These  graphs  depicted  the  number  of 
correct  responses  across  trials  for  each  part  of  each  phase 
of  the  program.    Social  praise  was  dispersed  Immediately  after 
each  correct  respdnse.     In  addition,  each  S  was  presented  with 
a  consumable  (M  &  M,  pretzel,  peanut  butte?  cereal ,  etc.)  if 
he  or  she  responded  correctly  to  the  first  cue  provided  by  T 
in  each  part  of  each  phase. 

Teaching  Design  and  Procedures:    Phase  I  -  Teaching  Ss  to,  or  verifylnq 
that  Ss  could,  imitate  selected  one,  two, and  three  word  verbal 
responses. 

In  Phases  Vl-X  S.s  would  be  required  to  articulate  appropriate  pro- 
nouns and  present  progressive  verbs  In  order  to  answer  "who-doing" 
questions  correctly.  Thus,  it  was  decided  to  verify  that  Ss  could 
make  the  required  three  component  responses  prior  to  Phase  Vl. 

Phase  I  was  divided  Into  3  parts.  The  objective  of  Part  1  was  to 
teach  S.S  to  imitate  selected  one  word  verbal  responses. 3    |n  Part 

2  Ss  were  taught  to  Imitate  selected  2  word  verbal  responses,  If 
baseline  data  revealed  that  such  teaching  was  necessary.     In  Part 

3  Ss  were  taught  to  Imitate  selected  3  word  responses. 


3 

The  ability  to  Imitate  single  word  verbal  responses  was  a  prerequisite 
for  this  program.    If  baseline  data  revealed  Ss  who  were  not  able  to 
do  so,  those  S_s  would  have  been  placed  in  an  imitative  spee:.*-  r>rogram 
designed  to  develop  verbal  Imitation  skills. 
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Baseline  measures  of  the  skills  required  in  ali  three  parts  were 
obtained  before  teaching  on  Part  1  was  initiated. 

• 

The  imitative  cues  used  In  Part  3  were  grouped  Into  four  sets  of 
six  and  each  set  was  taught  separately.    When  Ss  reached  criterion 
on  the  k  individual  sets,  the  sets  were  combined.    The  instructional 
program  for  Phase  I  was  "organized  as  follows: 

A.  Baseline  Parts  1,  2,  and  3 

B.  Teach  Part  1 

C.  Teach  Part  2 

D.  Teach  Part  3,  Set  I 

E.  Teach  Part  3,  Set  II 

F.  Teach  Part  3,  Set  i  M 

G.  Teach  Part  3,  Set  IV 

H.  Rebaseline  Part  3,  Sets  t ,  1 i ,  I M ,  and  i V 

Baseline  procedures  -  Parts  1,2,  and  3 

Baseline  measures  of  the  ability  of  Ss  to  perform  the  tasks 
required  in  Part  1  were  obtained  In  the  following  manner:  Ss 
were  seated  facing  T.    T  looked  at  Sj  and  said,  "5| ,  say  this 
word.    Say  Regardless  of  S]'s  response,  T  said,  '*Thank 

you.**    T  recorded  a        on  the  data  sheet  for  a'^correct  re- 
sponse and  a        for  an  Incorrect  response  or  no  response.  T 
then  presented  a  different  imitative  cue  to  S2f  «tc.    S^s  were 
given  two  opportunities  to  respond  to  each  of  the  13  Imitative 
cues. 

Baseline  procedures  as  described  for  Part  I  were  also  used  to 
determine  each  S*s  ability  to  respond  to  the  verbal  cues  con- 
tained in  Parts  2  and  3. 

Teaching  Procedures 

Part  I :    Teaching  Ss  to,  or  verifying  that  Ss  could.  Imitate 
one  word  verbal  responses  (e.g.,  "1"). 

If  baseline  measures  suggested  that  S,s  could  not  Imitate 
one  word  responses,  the  following  procedures  were 
implemented : 

Step  1  -  S_s  were  seated  facing  T.    T  looked  at  S]  and 

said,  '*Sj  .  say  this  word.    Say  I  f  S  |  correctly 

matched  the  behavior  modeled  by  saying,  *M  ,**  T 
smiled,  said,  ''Good,**  delivered  a  consumable  conse- 
quence, recorded  a  correct  response,  and  proceeded  to 
implement  the  same  procedures  with  S^2» 

Step  2  -  If  S|  did  not  imitate  ''V  (within  5  seconds),  T 
said,  *'No,*'  and  repeated  the  cue,  **Sj,  say  this  word. 
Say  M.*"    If  Sj  correctly  imitated  T*s  verbal  model, 
T  said,  ''Good,*^  recorded  **M2*^  (second  model),  and 
proceeded  to  S2»  ®tc. 
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Step  3  -  If  S]  still  did  not  correctly  Imitate  the  verbal 
model  (within  5  seconds),  T  said,  "No,"  and  repeated  the 
cue,  "S.) ,  say  this  word.    Say  •{.'"    If  S]  responded 
correctly,  T  said,  "Good,"  recorded  "Mj"  (third  model), 
and  proceeded  to  S2> 

« 

Step  k  -  If  S|  stfM  did  not  correctly  imftatc  the  verbal 
model,  T  said,  ''No!    I  wanted  you  to  say  M,'*'  recorded 
an  incorrect  response,  and  terminated  teaching  for 
this  trial.    T  then  proceeded  to  S^2* 

When  necessary,  T  proceeded  through  Step  k  with  S] 
before  proceeding  to  Step  1  with  S2*    However,  it 
should  be  noted  that  (a)  Steps  3  and  k  were  implemented 
only  once  before  T  proceeded  to  $2;  and  (b)  on  subse- 
quent trials,  instruction  with  Sji  began  on  Step  I.  These 
procedures  were  followed  until  each  S  correctly  imi-* 
tated  the  13  words  in  Part  I  under  the  conditions  set 
forth  in  Step  I  on  three  consecutive  occasions. 

Part  2  -  Teaching  Ss  to,  or  verifying  that  Ss  could,  imitate 
2  word  verbal  responses  (e.g.,  "I  Brrf*). 

Step  I  -  Ss  were  seated  facing  T.    T  looked  at  Sj  and 
said,  "Sj ,  say  these  words.    Say  'I  am."'    Tf  S| 
correctly  matched  the  behavior  modeled,  T  smiled, 
said,  "Good,"  presented  a  consumable  consequence, 
recorded  a  correct  response,  and  proceeded  to 
implement  the  same  procedure  with  S^2' 

Step  2  -  If  S|  did  not  correctly  imitate  the  verbal  model 
(within  5  seconds),  T  said,  "No!    S^| ,  say  these 
worr:s.    Say  'I  am.'"    If  Si  emitted  a  correct  re- 
sponse, T  said,  "Good,"  recorded  "M2"f  and  proceeded 
to  Step  T  with  S2* 

Step  3  -  If  S|  did  not  correctly  imitate  the  verbal  re- 
sponse, T  modeled  the  components  of  the  response. 
That  is,  T  said,  " S ] ,  say  'I.'"    When  Si  said, "I," 
T  then  said,  "S 1 ,  say  'am.'"    When  S|  said, "am,"  T 
then  said,  "S ] ,  say  'i  am.'"    If  S]  matched  the  2 
component  response  correctly,  T  said,  "Good," 
recorded  "M^",  and  proceeded  to  Step  I  with  S^2* 

Step  k  -  if  S]  said  the  two  words  separately  but  did  not 
say  them  together,  a  partial  prompt  was  used  in  an 
attempt  to  have  S|  chain  the  words  together.  That 
is»  T  would  say,  "S^| ,  say  these  words.    Say  'i  am.'" 
If  Sj  responded  with  "I"  only,  T  then  provided  a 
prompt  in  the  form  of  "a-a-a."    If  S|  said, "am,"  T 
said,  "Good,"  and  recorded  "P"  (prompt)  on  the  data 
sheet.    S]  was  then  asked  to  say  "I  am." 
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Step  5  -  If  S|  still  did  not  correctly  Imitate  the  verbal 
model,  if^sald,  '»No!    I  wanted  you  to  say  M  am,"' 
recorded  an  incorrect  response,  and  terminated  teach- 
ing for    this    trial.    T  then  proceeded  to  Step  1  with 


These  procedures  were  followed  until  each  S  correctly 
imitated  each  of  the  two  word  responses  in  Part  2  on 
three  consecutive  occasions  without  assistance  from  T. 

Part  3  -  Teaching  Ss  to,  or  verifying  that  Ss  could^  imitate  3 
word  verbal  responses  (e,q,,  "i  am  standlngt"),  ^ 

Step  I  -  Ss  were  seated  facing  T.    T  looiced  at  S|  and 
said,  "S I ,  say  these  words.    Say  M  am  standing.'*" 
If  S|  correctly  matched  the  behavior  modeled,  T 
smiled,  said,  *'Good,*'  presented  a  consumable  con- 
sequence, and  recorded  a  correct  response. 

Step  2  -  If  Sj  did  not  correctly  imitate  the  verbal  model 
(within  5  seconds),  T  said,  ''No,"  and  repeated  the  cue 
*'Sj ,  say  these  words.    Say  'I  am  standing.'"    If  S] 
correctly  imitated  the  verbal  model,  T  said,  "Good," 
recorded  "M2",and  proceeded  to  Step  I  with 

Step  3  -  If  S|  did  not  correctly  imitate  the  verbal  model, 
T  modeled  the  three  components  of  the  response  in- 
dependently.   That  is,  T  reinstated  the  procedures 
described  in  Part  2.    After  Sj  correctly  imitated  the 
3  components  independently,  T  again  modeled  the  3  word 
response.     If  Si  matched  the  3  v/ord  response  correctly, 
T  said,  "Good,"  recorded  "Mo",  and  proceeded  to  Step  I 
with  Sg. 

Step  k  -  If  Si  said  the  3  words  separately  but  did  not 
say  them  In  succession,  a  partial  prompt  was  used  to 
chain  the  words  together.    T  said,  "S j ,  say  this  word. 
Say  '1.'"    If  Sj  sald,"l,"  T  said,  "Good,  now  say  M 
am.'"    If  S]  said,  "f  am,"  f  said,  "Good,  now  say  'I 
am  standing."*    If  S|  responded  with  "I  am"  only,  T 
provided  a  prompt  in  the  form  of  "st..."    If  S|  saTd, 
"standing,"  T  said,  "Good,"  and  recorded    "P"  (prompt). 
S^  was  then  asked  to  say  "i  am  standing." 

Step  5  -  If  S|  still  did  not  correctly  imitate  the  verbal 
model,  T  said,  "No!     i  wanted  you  to  say  'i  am 
standing,'"  recorded  an  incorrect  response,  and  pro- 
ceeded to  Step  I  with  Sg. 

When  necessary,  T  proceeded  through  Step  5  with  S| 
before  initiating  Step  I  with  S2-    However,  it  should 
be  noted  (a)  that  Steps  3  and  ^  were  implemented  only 
once  before  T  proceeded  to  §2,  and  (b)  that  subsequent 
instruction  with  Si  began  on  Step  I.    These  procedures 
were  followed  untTi  each  S  imitated  each  of  the  three 
word  responses  on  three  consecutive  occasions  without 
assistance  from  T. 
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Rebasellne  -  Part  3.  Sets  1 .  I  i ,  ML  and  iV 

T  again  used  the  Baseline  procedures  described  fn  Phase  I 
and  recorded  the  performance  of  S,s  on  Sets  i  •  i  i  •  i  i  i  • 
and  iV  on  two  occasions. 

Phase  1 1 :    Teaching  Ss  to  perform  actions  In  response  to  verbal  cues, 
to  visually  discriminate  actions,  and  to  label  actions. 

Phase  II  was  designed  to  develop  skills  related  to  the  performance 
of  overt  motor  actions.    Six  actions  (standing,  waving,  cutting, 
combing,  reading,  and  zipping)  were  selected.    The  reasons  for 
choosing  these  actions  were  as  follows:     (a)  continuous  movement 
was  required;  (b)  they  are  relatively  discrete;  (c)  they  are 
actions  frequently  performed  in  classrooms  and/or  elsewhere  In 
schools;  and  (d)  Ss  could  perform  these  actions  and  answer 
questions  simultaneously. 

in  Part  I  Ss  were  taught  to  perform  actions  In  response  to  verbal 
cues  (e.g.,  "Show  me  standing.").    The  present  participle  (e.g., 
standing)  was  used  because  that  verb  form  would  be  required  In 
order  to  answer  questions  in  Phases  Vi-X  correctly. 

in  Part  2  Ss  were  taught  to  visually  discriminate  a  classmate 
who  was  pe7formlng  one  of  the  six  actions.    Finally,  In  Part  3 
Ss  were  taught  to  label  actions  being  performed  by  their  class- 
mates using  the  present  participle. 

The  Instructional  program  for  Phase  ii  progressed  as  follows: 

A.  Baseline  Parts  1,  2,  and  3 

B.  Teach  Part  1 

C.  Teach  Part  2 

D.  Teach  Part  3 

Baseline  procedures  -  Parts  I ,  2,  and  3 

Prior  to  Instruction,  baseline  measures  of  the  ability  of  Ss 
to  perform  the  tasks  required  in  Phase  ii.  Parts  I,  2,  and  3 
were  obtained  In  the  following  manner: 
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Part  1  -  Ss  were  seated  in  their  chairs  facing  the  Act  Ion 

Corner.    T  looked  at  S|  and  said,  "S| ,  sit  in  the  Action 
Corner,"  while  pointing  to  the  appropriate  place.  If 
S,j  did  not  respond,  T  physically  guided  S\  until  he/she 
was  sitting  In  the  chair  located  In  the  Act  ion  Corner. 
When  $1  was  seated  In  the  Act i on  Corner,  T  said,  **S\, 
show  me  standing."    Regardless  of  S|'s  response,  T  said, 
"Thank  you,"  and  Instructed  S^  to  return  to  the  group 
and  sit  down.    T  recorded  a  "+"  on  the  data  sheet  for 
a  correct  response  and  a  "-"  for  an  Incorrect  response 
or  no  response.    T  then  Instructed  S_2  to  sit  In  the 
Action  Corner  and  presented  a  different  cue  to  S^. 
Each  S  was  given  two  opportunities  to  respond  to  the  6 
verbal  cues  (I.e.,  "Show  me  standing,  waving,  cutting, 
combing,  reading,  and  zipping."). 
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Part  2  -  Ss  and  T  were  seated  facing  the  Action  Corner.  T 
looked  at  S|  and       and  said,        and  $2,  go  and  slt""ln 
the  Action  Corner."    When  Ss  1  and  2  were  seated  In  the 
2  chairs  In  the  Act  ton  Corner.  T  went  to  the  Action 
Corner  and  whispered,  "Show  me  standing,"  Into  the  ear 
of  S]  and,  "Show  me  waving,"  Into  the  ear  of  S2.     If  Si 
or  S2  did  not  respond  appropriately,  T  physically  guided 
them  through  the  appropriate  actions. ~  WhI le  Sj  was 
standing  and  §2  was  waving,  T  walked  over  to  S3  and 
said,  "Touch  sonieone  standing."    Regardless  or  S3's  re- 
sponse, T  said,  "Thank  you,"  and  Instructed  S3  to  return 
to  the  group  and  sit  down.    T  then  recorded  a  "+"  for  a 
correct  response  (I.e.,  S3  touched  S])  and  a        for  an 
Incorrect  response  (e.g.,  S3  touched  S2)  or  no  response. 
T  then  presented  the  cue  "Touch  someone  waving"  to  S4. 
Each  S  was  given  two  opportunities  to  respond  to  each  of 
the  six  different  actions. 

Part  3  -  Ss  and  T  were  seated  facing  the  Action  Corner.  T 
looked  at  S]  and  said,  "S 1 ,  go  and  sit  in  the  Action"" 
Corner."    When  S]  was  seated  appropriately,  T  went  to 
the  Action  Corner  and  whispered,  "Show  me  standing,"  In- 
to the  ear  of  S 1 .    If  S]  did  not  respond,  T  physically 
guided  S]  to  a  standing  position.    When  S|"was  standing, 
T  looked  at  S2  and  said,  "What  Is  S]  doing?"  Regardless 
of  So's  response,  T  said,  "Thank  you."    T  then  recorded 
a  "+"  for  a  correct  response  (e.g.,  S2  saH,  "Standing") 
and  a  "-"  for  an  Incorrect  response  Te.g.,  S2  said, 
"Waving")  or  no  response.    T  then  presented  a  different 
action  cue  to  S3.    Each  S  was  given  two  opplortunl t les  to 
label  the  six  different  actions  as  they  were  being  per- 
fornfied  by  their  classmates. 

Teaching  procedures 

Part  1:    Teaching  Ss  to  perform  actions  In  response  to  verbal 
cues  (e.g.,  "Show  me  standing."). 

Step  I  -  Ss  and  T  were  seated  facing  the  Action  Corner. 
T  looked  at  Sj  and  said,  "S| ,  sit  In  the  Action 
Corner."  while  pointing  to  the  appropriate  place. 
When  Sf  was  seated  in  the  Action  Corner.  T  said,  "Si, 
show  me  standing."    If  S]  responded  correctly  by 
standing,  T  said,  "Good,"  recorded  a  correct  re- 
sponse, presented  a  consumable  consequence,  and 
Instructed  Sj  to  return  to  the  group  and  sit  down. 
T  then  Instructed  $2  to  sit  In  the  Action  Corner,  etc. 

Step  2  -  If  S|  did  not  stand,  T  said,  "Show  me  standing," 
and  modeled  the  correct  response.    T  then  repeated  the 
cue,  "Sj ,  show  me  standing."    If  S|  stood,  T  said, 
"Good,"  recorded  "M"  (S  matched  the  modeled  response), 
and  Instructed  S»  to  perform  a  different  action,  etc. 
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Step  3  -  If       still  did  not  stand,  T  went  to  S|  and 
said,  "S| ,  show  me  standing,"  and  physically  guided 
the  sitting  student  to  a  standing  position.    T  said, 
"This  Is  standing."    T  then  told  S|  to  return  to  the 
group,  recorded  "P"  (prime)  on  the  data  sheet,  and 
initiated  Step  1  with  Sj. 

These  procedures  were  followed  until  each  S  performed 
the  six  actions  (I.e.,  standing,  waving,  cutting, 
combing,  reading  and  zipping)  in  response  to  verbal 
cues  on  three  consecutive  occasions  without  the 
assistance  of  modeling  or  priming  cues. 

Part  2:    Teaching  Ss  to  visually  discriminate  actions  (e.g., 
"Touch  someone  standing.'^. 

Step  1  -  Prior  to  Instruction  on  Part  2  an  additional 
chair  was  placed  In  the  Action  Corner  and  Ss  and  T 
were  seated  facing  the  Action  Corner.    T  looked  at 
S|  and  §2  and  said,  "S^  and  $2,  go  sit  In  the  Action 
Corn    ."    After  Ss  1  and  2  were  seated  in  the  2 
chairs  In  the  Action  Corner.  T  whispered,  "Show  me 
standing,"  Into  the  ear  of  S|  and,  "Show  me  waving," 
into  the  ear  of         While       was  standing  and  $2  was 
waving,  T  walked^over  to  Sj^and  said,  "Touch  someone 
standing?"    If  S3  responded  correctly  by  touching  S 1 , 
T  smiled,  said ,"^'Good,"  recorded  a  correct  response, 
and  delivered  a  consumable  consequence. 

Step  2  -  If  S3  did  not  respond  correctly,  T  said,  "No," 
repeated  the  cue,  "S3,  touch  someone  standing,"  and 
modeled  the  correct^response  by  going  to  the  Action 
Corner  and  touching  S ^ .    While  touching  S| ,  T  said, 
"Here  Is  someone  standing.    What  Is  S]  doing?"  If 
S3  responded  correctly,  T  said,  "Good,"  then  repeated 
the  cue,  "Sa,  touch  someone  standing."    If  So  re- 
sponded correctly,  T  said,  "Good,"  recorded  "M",  and 
told  S3  to  return  to  his/her  seat.    T  then  initiated 
Step  1  with  S/^  using  the  cue  "Touch  someone  waving." 

Step  3  -  If  S3  did  not  respond  correctly  to  the  modeling 
cues  provided  by  T,  he/she  was  primed  through  the 
correct  response  and  "P"  was  recorded  on  the  data 
sheet . 

These  procedures  were  followed  until  all  priming  and 
modeling  cues  were  faded  and  Ss  responded  correctly  to 
the  three  pairs  of  actions  on  three  conseuctlve 
occasions  (i.e.,  standing -waving;  cutting-combing; 
readlng-zlpplng).    It  should  be  noted  that  each  S  was 
required  to  discriminate  six  different  actions. 

Part  3:    Teaching  Ss  to  label  actions  (e.g..  "What  Is  John 
dolnqrT 
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Step  1  -  Ss  and  T  were  seated  facing  the  Act  Ion  Corner. 
T  looked  at  S|  and  said,  "Sj  ,  go  and  sit  In  the 
Action  Corner."    When  S|  was  seated  appropriately, 
T  went  to  the  Action  Corner  and  whispered,  "Show 
me  standing,"  Into  the  ear  of  S.| .    When  Sj  was 
standing,  T  looked  at  §2  and  said,  "Whatsis  S| 
doing?"    If  $2  responded  correctly  by  saylngT 
"Standing,"  T  said,  "Good,"  recorded  a  correct 
response,,  delivered  a  consumable  consequence,  and 
presented  a  different  action  cue  to  ^j,  etc.^ 

Step  2  -  if  S2  did  not  respond  correctly,  T  said,  "No," 
repeated  the  cue,  "What  Is  Sj  doing?", ""and  verbally 
modeled  the  correct  response  by  saying,  "Standing." 
T  again  repeated  the  cue,  "S2f  what  Is  S_|  doing?" 
If  $2  responded  correctly,  T  smiled,  saTd,  "Good," 
recorded  "M|",  and  presented  a  different  action  cue 
to  S3,  etc. 

Step  3  -  If  S.2  ""^^^  "°  response  or  did  not  correctly  Imi- 
tate the  verbal  model,  T  said,  "No,"  repeated  the  cue, 
"$2,  what  Is  Sj  doing?    Say  'standing.'"    If  S2  re- 
sponded correctly,  T  provided  only  social  consequences 
and  recorded  "M2".         was  then  given  a  different 
action  cue,  etc. 

Step  k  -  If  $2  made  no  response  or  an  Incorrect  response, 
T  said,  "No!    S|  Is  standing,"  recorded  an  Incorrect 
response,  and  terminated  teaching  for  that  trial.  S3 
was  then  given  a  different  action  cue,  etc. 

These  procedures  were  followed  until  each  S.  labeled 
the  6  different  actions  as  they  were  performed  by 
classmates  on  three  consecutive  occasions  (I.e., 
standing,  waving,  cutting,  combing,  reading  and 
zipping). 

Phase  III:    Teaching  Ss  to  visually  discriminate  themselves,  the  teacher^ 
and  classmates  In  response  to  name  cues. 

The  purpose  of  Phase  HI  was  to  teach  Ss  to  recognize  the  names  of 
themselves,  their  classmates,  and  T  by~touchlng  different  persons 
in  response  to  name  cues.     In  Phase  IV  Ss  would  have  to  choose 
from  their  classmates  those  who  could  be  referred  to  as  a  "he"  and 
those  who  could  be  referred  to  as  a  "she."    Since  a  pronoun  may 
function  as  a  noun  substitute,  it  was  decided  to  first  teach  the 
proper  names  for  which  the  pronouns  would  later  substitute.  The 
purpose  of  Phase  ill  was  to  communicate  to  Ss  that  T,  the  Ss  them- 
selves, and  their  classmates  have  proper  names.    Then  In  subsequent 
phases,  pronouns  would  be  introduced  as  another  way  of  referring 
to  the  same  persons. 


It  should  be  noted  that  "S]  is  standing.";  "Si  standing";  and  "Standing" 
were  all  considered  acceptable  responses. 
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Phase  Ml  was  divided  Into  4  parts.    In  Part  1  Ss  were  required  to 
touch  themselves  In  response  to  their  own  name  cues.    In  Part  2  Ss 
were  asked  to  touch  T  and  In  Part  ;    their  classmates.    In  Part  5 
Ss  were  required  to  touch  themselves,  T,  and  their  classmates  In 
response  to  name  cues. 

The  Instructional  program  for  Phase  ill  progressed  as  follows: 

A.  Baseline  Parts  1,  2,  3,  and  4 

B.  Teach  Part  1 

C.  Teach  Part  2 
0.  Teach  Part  3 
E.  Teach  Part  k 

BaseUne  procedures  ^  Parts  1 ,  2,  3«  and  k 

Part  1  -  The  baseline  measures  for  Part  1  were  obtained  as 
follows;    Ss  were  seated  facing  T.    T  looked  at  S]  and 
said,  '•^p  touch  S].*'    Regard  1es7  of  S]':»  respon7e,  T 
saldy  "Thank  youJ*    T  recorded  a        for  a  correct  re- 
sponse (I.e.,  S^j  touched  himself)  and  a        for  an  In- 
correct response  (e.g.»  S|  touched  $2)  or  no  response. 
T  then  presented  a  different  cue  to  $2  (I.e.  ,  '•^^t 
touch  S^2*'*)*    These  procedures  were  followed  until  ^s 
were  given  two  opportunities  to  touch  themselves  In 
response  to  the  appropriate  na^i^e  cues. 

Part  2  -  The  baseline  measures  for  Part  2  were  obtained  as 
follows:    Ss  were  seated  facing  T.    T  looked  at  S]  and 
said,  ''S],  touch  T  (Ms.  Swet1lk)T**    Regardless  of  S] ' s 
response,  T  said,  ''Thank  you,'*  recorded  the  respon7e 
appropriately  on  the  data  sheet,  and  presented  the  same 
cue  to  S2*    These  procedures  were  followed  until  each  S 
was  given  two  opportunities  to  touch  T  in  response  to 
the  cue  "Touch  Ms.  Swetllk." 

Part  3  -  The  baseline  measures  for  Part  3  were  obtained  as 
follows:    Ss  were  seated  fac'ng  T.    T  looked  at  S]  and 
said,  "S I ,  touch  S2.''    Regardless  of  S]'s  response,  T 
said,  "Thank  youi"  and  recorded  the  response  appropriately 
on  a  data  sheet.    T  then  presented  a  different  verbal 
cue  to  $2  (e.g.,  "S2»  touch  53."),  etc.    These  procedures 
were  followed  until  each  S  was  given  two  opportunities  to 
touch  the  other  3  Ss  in  response  to  the  appropriate  name 
cues. 

Part  k  -  Baseline  measures  for  Part  ^  were  obtained  as  follows: 
Ss  were  seated  facing  T.    T  looked  at  S^  and  said,  "S ^ , 
touch  Sj."    Regardless  of  S^'s  response,  T  said,  "Thank 
youi"  recorded  the  response  appropriately,  and  presented 
a  different  cue  to  $2  (e.g.,  "S2»  touch  T."),  etc.  These 
procedures  were  followed  until  each  S,  waT  given  two 
opportunities  to  respond  to  the  5  name  cues  (i.e.,  "Touch 

!•  i|  t  i2»  i3»  V'^* 
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Teaching  procedures 

Part  1;    Teaching  Ss  to  vi sua! 1 y  df scrlmtnate  themselves  tn  re- 
sponse to  a  name  cue  (e.g.,  "John>  touch  John,"), 

Step  1  -  Ss  were  seated  facing  T,    T  looked  at  S|  and 
said,  '*S|,  touch  Si.**    If  S|  responded  correctly  by 
touching  himself,  f  smlledT  said,  **Good,»*  presented 
a  consumable  consequence,  recorded  a  correct  response, 
and  looKed  at 

Step  2  -  If  S|  did  not  respond  correctly,  T  said,  **No,** 
repeated  the  cue,  "Touch  S|,"  and  modeled  the  correct 
response  by  touching  S|  and  saying,  "This  Is  S|,"  T 
then  repeated  the  cie,  "S| ,  touch  S|,"    If  S|^touched 
himself,  T  smiled,  said, """Good,"  recorded  "M"  on  the 
data  sheet,  and  presented  S^'s  name  cue  to  S21  etc, 

5iS£jL  -      i|  did  not  Imitate  T,  T  said,  "No,"  repeated 
the  cue,  "S]  «  touch  ^]/'  and  primed  the  response  by 
physically  guiding  S|  through  the  touching  response, 
T  said,  "Good,"  recorded  "P"  on  the  data  sheet,  looked 
at  $2$  etc.    On  each  subsequent  trial,  T  decreased  the 
amount  of  physical  prompting  until  S,|  responded  to  the 
Imitative  cue  provided  by  T,    Subsequently,  Imitative 
cues  were  faded, 

instruction  continued  until  each  S  responded  correctly 
to  his/her  name  cue  on  three  consecutive  occasions. 

Part  2:    Teaching  Ss  to  visually  discriminate  the  teacher  In 

response  to  a  name  cue  (e,g,t  "John,  touch  Ms,  Swetllk"), 

Step  1  -  S.S  were  seated  facing  T,    T  looked  at  S]  and 
said,  "Sp  touch  T  (Ms,  SweFllkJ,"    If  S|  responded 
correctly,  T  smiled,  said,  "Good,"  presented  a  con* 
sumable  consequence,  recorded  a  correct  response,  and 
looked  at  $2* 

Step  2  -  If  S]  did  not  respond  correctly,  T  said,  "No," 
repeated  the  cue,  "S j ,  touch  T,"  modeled  the  correct 
response  by  touching  herself,  and  said,  "This  is  T." 
Then  T  repeated  the  cue,  "Sj ,  touch  T."    If  Sj  touched 
T.  T  Imlled,  said,  "Good,"  recorded  "M"  on  the  data 
sheet,  and  looked  at  $2$  etc. 

Step  3  -  If  S}  did  not  imitate  T,  T  said,  "No,"  repeated 
the  cue,  "S| ,  touch  T,"  and  primed  the  response  by 
physically  guiding  S|  through  the  touching  response. 
T  said,  "Good,"  recorded  "P"  on  the  data  sheet,  and 
looked  at  S2>  etc. 

These  procedures  were  followed  until  all  priming  and 
Imitative  cues  were  faded  and  each  S  responded  correctly 
to  T's  name  cue  on  three  consecutive  occasions. 
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Part  3;    Teaching  Ss  to  visually  discriminate  classmates  in 
response  to  name  cues  (e.g..  "John,  touch  Peggy."). 

Step  I  -  Ss  were  seated  facing  T.    T  looked  at  S|  and 
said,  "S| ,  touch  $2."    If  S|  responded  correctly 
by  touching  $2,  T  smiled,  laid,  "Good,"  presented 
a  consumable  consequence,  recorded  a  correct  re- 
sponse, and  looked  at  $2«  etc. 

Step  2  -  If  S.1  did  not  respond  correctly,  T  said,  "No," 
repeated  the  cue,  "Sj ,  touch  $2,"  modeled  the  correct 
response  by  touching  S2.  and  said,  "This  Is  S2."  T 
then  repeated  the  cue,  "S | ,  touch  So."    If  S]  touched 
S2,  I  smiled,  said,  "Good,"  recorded  "M"  on""the  data 
sheet,  and  looked  at  S2«  etc. 

Step  3  -  If  S|  did  not  Imitate  T,  T  said,  "No,"  repeated 
the  cue,  "S| ,  touch  S2,"  and  physically  guided  S| 
through  the  touching  response.    T  then  said,  "Good," 
recorded  "P"  on  the  data  sheet,  and  looked  at  $2,  etc. 

These  procedures  were  followed  until  all  priming  and 
imitative  cues  were  faded  and  each  S^  responded 
correctly  to  each  name  cue  on  three  consecutive 
occasions. 

Part  k:    Teaching  Ss  to  visually  discriminate  themselves,  the 
teacher,  and  classmates  In  response  to  name  cues  (e.g.. 
"John,  touch  John,  Ms.  Swetllk.and  Peggy. 

Step  I  -  Ss  were  seated  facing  T.    T  looked  at  S|  and 
sald,~""S|,  touch  Sp"    If  s7  responded  correctly,  T 
smiled,  said,  "Good,"  presented  a  consumable  conse- 
quence, and  gave  a  different  name  cue  to  5^2 » 

Step  2  -  If  Sj  did  not  respond  correctly,  T  said,  "No," 
repeated  the  cue,  "S| ,  touch  Si ,"  modeled  the  correct 
response,  and  said,  "This  Is  S|."    T  then  repeated 
the  cue,  "Sp  touch  S|."    If  S|  touched  S]  ,    T  smiled, 
said,  "Good,"  recorded  "M"  on~the  data  sheet,  and  pre- 
sented a  different  name  cue  to  $2*  ^^c* 

Step  3  -  If  S}  did  not  Imitate  T,  T  said,  "No,"  repeated 
the  cue,  "Sj ,  touch  Sj ,"  and  physically  guided 
through  the  touching  response.    T  then  said,  "Good," 
recorded  "P"  on  the  data  sheet,  and  presented  a  dif- 
ferent name  cue  to  $2$  etc. 

These  procedures  were  followed  until  all  priming  and 
modeling  cues  were  faded  and  each  S  responded  correctly 
to  each  name  cue  (i.e.,  him/herself,  T,  and  3  class- 
mates) on  three  consecutive  occasions. 
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Phase  tV:    Teaching  Ss  to  visually  discriminate  males  and  females  (n  re 
sponse  to  3rd  person  singular  subject  pronoun  cues  (e.g..  "Touch  a 
he.";  "Touch  a  she.").   

The  objective  of  Phase  IV  was  to  teach  Ss  to  touch  a  male  classmate 
In  response  to  the  cue  "Touch  a  he"  and""to  touch  a  female  classmate 
In  response  to  the  cue  "Touch  a  she."   The  other  2  pronouns,  "I"  and 
"you",  are  relative  to  a  given  situation  (spealcer  and  listener)  and 
could  not  be  taught  in  quite  as  straightforward  a  manner. 

Phase  IV  was  divided  Into  three  parts.    In  Part  I  Ss  were  required 
to  touch  a  male  classmate  In  response  to  the  cue  "Touch  .a  he"  when 
presented  with  2  different  male-female  pairs.    After  Ss  reached 
criterion  on  Part  I,  they  were  required  to  touch  a  female  class- 
mate when  T  said,  "Touch  a  she."    Finally,  In  Part  3  T  presented 
the  two  cues  in  an  alternating  fashion  and  Ss  were  required  to  touch 
either  a  "he"  or  a  "she."  ~ 

In  this  phase  T  attempted  to  develop  the  general  rule:    "If  some- 
one is  a  boy  (man),  I  call  him  a  he.     If  someone  Is  a  girl  (woman), 
I  call  her  a  she." 

The  design  for  Phase  IV  was  as  follows: 

A.  Baseline  Parts  I,  2,  and  3 

B.  Teach  Part  I 

C.  Teach  Part  2 
0.  Teach  Part  3 

Baseline  procedures  -  Parts  I .  2.  and  3 

Part  I  -  The  baseline  measures  for  Phase  IV,  Part  I,  were 
obtained  as  follows:    6  S,s  and  T  were  seated  in  their 
chairs  facing  the  Action  CornerTS    T  looked  at  S.|  and 
$2  and  said,  "Si  and  $2,  go  and  sit-in  the  Action 
Corner."    When  Ss  I  and  2  were  seated  In  the  2  chairs 
In  the  Action  Corner.  T  walked  over  to  S3  and  said, 
"Touch  a  he."    Regardless  of  S3's.  response,  T  said, 
"Thank  vou."    T  recorded  a  "+"  for  a  correct  response 
(I.e.  ,  S3  touched  S 1 )  and  a  "-"  for  an  Incorrect  re- 
sponse (e.g.,  S3  touched  S^)  or  no  response.    T  then 
Initiated  the  same  procedure  with  S4  using  a  different 
male-female  pair.    Each  S  was  given  two  opportunities 
to  respond  to  the  cue  "Touch  a  he"  when  presented  with 
two  different  male-female  pairs." 


Before  baseline  measures  were  obtained  In  Phase  IV,  two  students  (I 
male  and  I  female)  were  added  to  the  group.    These  Ss  did  not  receive 
direct  Instruction  but  were  used  to  form  the  two  male-female  pairs 
needed  for  the  gender  discriminations  required  In  this  phase. 

Males:    S , ,  S3,  Sg        Females:    S2,  S/^, 
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Part  2  •  Baseline  measures  for  Phase  tV,  Part  2,  were  ob- 
tained fn  the  same  manner  as  Part  1  except  that  each 
S  was  presented  with  a  male-femele  pair  and  was  told 
to  ''Touch  a  she/' 

Part  3  -  Lastly,  baseline  measures  of  the  ability  of  Ss  to 
perform  the  tasks  required  by  Phase  IV,  Part  3»  were 
obtained  In  the  following  manner:    Ss  and  T  were  seated 
In  their  chairs  facing  the  Action  Corner >    T  looked  at 
S|  and  $2  and  said,  "Sj  and  $2*  go  and  si  I  In  the  Action 
Corner  J'    When  Ss  I  and  2  were  seated  In  the  2  chairs 
in  the  Action  Corne r ,  T  walked  over  to  S3  and  said, 
"Touch  a  he."    Regardless  of  S3's  response,  T  said, 
"Thank  you."    T  recorded  a        for  a  correct  response 
(i.e,,  S3  touched  S|)  and  a        for  an  Incorrect  re- 
sponse T^.g.,  S^3  tottched  S2)  or  no  response.    T  then 
presented  a  different  pronoun  cue  to  S^  (e.g.,  "Sji^, 
touch  a  she.")  using  a  different  male'-female  pair. 
Each  S^ was  given  two  opportunities  to  respond  to  each 
of  the  cues  "Touch  a  he"  and  "Touch  a  she"  when  pre- 
sented with  two  different  male-female  pairs. 

Teaching  procedures 

Part  I ;  Teaching  Ss  to  visually  discriminate  males  In  re- 
sponse to  the  3rd  person  singular  subject  j^ronoun  cue 
"he"  (I.e.,  "Touch  a  he."). 

Step  I  -  Sb  and  T  were  seated  In  their  chairs  facing  the 
Action  Conner.    T  looked  at  Sj  and  $2  and  said,  "S,| 
and  S2»  go  and  sit  In  the  Action  Corner."    After  S^s 
I  and  2  were  seated  In  the  2  chairs  In  the  Action 
Corner,  T  walked  over  to  S3  and  said,  "Touch  a  he." 
If  S3  responded  correctly,  T  smiled,  said,  "Good," 
recorded  a  correct  response,  and  del ivered  a  con- 
sumable consequence. 

Step  2  -  If  So  did  not  respond  correctly,  T  said,  "No," 
repeated  the  cue,  "Touch  a  he,"  and  modeled  the 
correct  response  by  going  to  the  Act  Ion  Corner  and 
touching  S ] .    While  modeling  the  response,  T  said, 
"This  is  S).    S^]  Is  a  boy.    Listen,  1  can  say  It 
another  way.    Ha  Is  a  boy.     If  he  Is  a  boy,  i  can 
call  him  a  he.    This  Is  a  he.    S3,  is  this  a  he?" 
If  S3  responded  correctly,  T  said,  "Good,"  and 
repeated  the  cue,  "S3,  touch  a  he."    If  S3  responded 
correctly  by  touching  S j ,  T  said,  "Good,"  recorded 
"M"  on  the  data  sheet,  and  told  S3  to  return  to 
his  seat.    T  Initiated  Step  I  with  Sj^  using  a  dif- 
ferent male-female  pair. 

Step  3  -  If  S^  respond  correctly  to  the  modeled 

cues  provided  by  T,  he  was  primed  through  the  correct 
response  and  "P"  was  recorded  on  the  data  sheet. 
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These  procedures  were  followed  until  all  priming 
and  modeling  cues  were  faded  and  each  S  responded 
correctly  to  the  cue  ''Touch  a  he"  when  presented 
with  two  different  male«^female  pairs  on  three 
consecutive  occasions. 

Part  2:    Teaching  Ss  to  visual  ly  discriminate  females  In  re*" 
sponse  to  the  3rd  person  singular  subject  pronoun  cue 
"she"  (i.e.,  "Touch  a  she."). 

Step  1  -  Ss  and  T  were  seated  In  their  chai ri  facing  the 
Action  Corner.    T  looked  at  S|  and       ^^^^  said,  "S| 
and  S2f  go  and  sit  In  the  Action  Corner."    After  Ss 
1  and  2  were  seated  In  the  Action  Corner,  T  wallced 
over  to  S3  and  said,  "Touch  a  she."    If  S3  responded 
correctly  by  touching  S2,  T  smiled,  said,  "Good," 
recorded  a  correct  response,  and  delivered  a  consumable 
consequence,  etc. 

Step  2  -  If  §3  did  not  respond  correctly,  T  said,  "No," 
repeated  the  cue,  "Touch  a  she,"  and  modeled  the 
correct  response  by  going  to  the  Action  Corner  and 
touching  S2.    While  modeling  the  response,  T  said, 
"This  is  S2.    S2  is  a  girl.    Listen,  I  can  lay  it 
another  way.    She  is  a  girl.     If  she  Is  a  girl,  1 
can  call  her  a  she.    This  Is  a  she.    S3,  is  this  a 
she?"    If  S3  responded  correctly,  T  said,  "Good," 
and  repeated  the  cue,  "S3,  touch  a  she."    If  S3 
responded  correctly  by  touching  S^,  T  said,  "Good," 
recorded  "M"  on  the  data  sheet,  and  told  S3  to  return 
to  his  seat.    T  then  initiated  Step  ]  with  Si^  using 
a  different  male-female  pair. 

Step  3  -  If  S3  did  not  respond  correctly  to  the  modeled 
cues  provided  by  T,  he  was  primed  through  the  correct 
response  and  "P"  was  recorded  on  the  data  sheet. 

These  procedures  were  followed  until  all  priming  and 
modeling  cues  were  faded  and  each  S  responded  correctly 
to  the  cue  "Touch  a  she"  when  presented  with  two  dif- 
ferent male-female  pairs  on  three  consecutive  occasions. 

Part  3:    Teaching  Ss  to  visually  discriminate  males  and  females 
In  response  to  the  3rd  person  singular  subject  pronoun  cues 
"he"  and  "she"  (I.e.,  "Touch  a he,";  "Touch  a  she."). 

Step  1  -  Ss  and  T  were  seated  in  their  chairs  facing  the 
Action  Corner.    T  looked  at  Sj  and  $2  and  said,  "S| 
and  S2,  go  and  sit  In  the  Action  Corner."   When  Ss  1 
and  2  were  seated  In  the  2  chairs  In  the  Act  Ion  Corner, 
T  walked  over  to  So  and  said,  "Touch  a  he."    If  S^ 
responded  correctly  by  touching  S | ,  T  smiled,  saTd, 
"Good,"  recorded  a  correct  response,  and  delivered  a 
consumable  consequence.    T  then  Initiated  Step  1  with 
S/^  using  the  cue  ''Touch  a  she"  and  a  different  male- 
female  pair. 
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Step  2  -  If  S3  did  not  respond  correctly,  T  said,  ''No/' 
repeated  the  cue,  'Touch  a  he  (or  she),''  and  modeled 
the  correct  response.    While  modeling  the  correct 
response,  T  repeated  the  cues  given  In  Step  2  of 
Parts  1  or""2.    T  then  said,  "S3,  touch  a  he  (or  she)." 
If  5^3  responded  correctly,  T  said,  "Good,"  recorded 
"M"  on  the  data  sheet,  and  told  S3  to  return  to  his 
seat.    T  then  Initiated  Step  1  with  SjL^  using  a  dif- 
ferent male-female  pair. 

Step  3  -  If  S3  did  not  respond  correctly  to  the  modeled 
cues  provided  by  T,  he  was  primed  through  the  correct 
response  and  "P"  was  recorded  on  the  data  sheet. 

These  procedures  continued  until  all  priming  and 
modeling  cues  were  faded  and  each  S  responded 
correctly  to  the  cues  "Touch  a  he"  and  "Touch  a 
she"  when  presented  with  two  different  male-female 
pairs  on  three  consecutive  occasions. 

Phase  V:    Teaching  Ss  to  make  proper  name  responses  to  "who"  questions 
containing  1st,  2nd,  and  3rd  person  singular  subject  pronouns. 

In  Phase  V  S,s  were  required  to  respond  to  "who"  questions  with  the 
proper  names  of  T,  themselves,  and  male  and  female  classmates. 
That  Is,  T  asked  one  of  the  following  questions:    "Who  am  i?"; 
"Who  are  you?";  "Who  Is  he?";  or  "Who  Is  she?"    Ss  were  required 
to  answer  by  giving  the  first  name  or  first  and  last  names  of  the 
person  referred  to.    Complete  sentence  responses  (e.g.,  "i  am 
John.")  were  not  required  but  were  consMerpd  correct  If  thpy 
contained  the  appropriate  names. 

There  were  two  reasons  for  Including  Phase  V  In  this  program. 
First,  in  Phases  Vi-X    Ss  would  be  required  to  refer  to  themselves, 
T,  and  their  classmates  using  the  pronouns  "I,"  "you,"  "he,"  and 
"she"  respectively.    Phase  V  was  included  to  verify  that  S^s  could 
give  the  proper  names  for  which  the  pronouns  would  later  stand. 

Second,  the  proper  use  of  "I"  and  "you"  can  be  confusing  to  chil- 
dren, because  these  pronouns  can  be  substitutes  for  a  variety  of 
n«*oper  nouns,  depending  on  who  Is  speaking.    For  example,  a  child, 
IP  referring  to  himself  would  say,  "I  am  here  today."    But  If  T 
wou^d  refer  to  that  same  child,  she  would  say,  "Are  ypu  here 
today?"    In  Phase  V  S^s  gave  their  own  names  in  response  to  the 
question  "Who  are  you?",  and  gave  T's  name  In  response  to  the 
question  "Who  am  I?"    Conversely,  in  Phases  VI,      I ,  and  VIM, 
Ss  would  use  the  pronoun  "I"  In  reference  to  tl    .selves  and  the 
pronoun  "you"  in  reference  to  T.    Thus,  Ss  were  required  to  dif- 
ferentially respond  to  "I"  and  "you." 

Phase  V  was  divided  Into  7  parts.     In  Part  1  Ss  were  taught  to 
label  T  In  response  to  the  question  "Who  am  i?"    In  Part  2  they 
were  taught  to  give  their  own  names  in  response  to  the  question 


'•Who  are  you?'»    In  Part  3  I  alternately  asked  5s  to  label  either  T 
or  themselves.     In  the  same  manner  Ss  were  taught  to  label  their 
male  classmates  in  Part  4  when  asked,  ''Who  Is  he?"  and  their  female 
classmates  In  Part  5  when  asked,  ''Who  Is  she?**    In  Part  6  T  alter- 
nately asked,  "Who  is  he?"  or  "Who  is  she?"    Finally,  in  Part  7  Ss 
were  required  to  label  T,  themselves,  and  their  male  and  female 
classmates  when  asked  appropriate  questions. 

The  design  for  Phase  V  was  as  follows: 

A.  Basel  me  Parts  1  -7 

B.  Teach  Part  I 
C*  Teach  Part  2 
0.  Teach  Part  3 

E.  Teach  Part  k 

F.  Teach  Part  5 

G.  Teach  Part  6 

H.  Teach  Part  7 

Baseline  procedures  «  Parts  N7 

Part  1  -  The  baseline  measures  for  Part  1  were  obtained  as 
follows:    Ss  were  seated  In  their  chairs  facing  T.  T 
looked  at  S|  and  said,  "Who  am  I?"    Regardless  of  S|''*s 
response,  T  said,  "Thank  you."    T  '■ecorded  a  "+'»  for  a 
correct  response  (e.g.,  S]  sa}d,^"Ms.  Swetllk")  and  a 
"-"  for  an  Incorrect  response  (e.g.,  Sj  said,  "S^|")  or 
no  response.    T  then  presented  the  same  cue  to  $2*  Ss 
were  given  two  opportunities  to  label  T  In  response  to 
the  cue  "WiiO  am  I?" 

Part  2  -  Baseline  measures  for  Phase  V,  Part  2,  were  obtained 
In  the  same  manner  as  Part  1  except  that  each  S  was  given 
two  opportunities  to  label  himself  In  response  to  the 
cue  "Who  are  you?" 

Part  3  -  Baseline  measures  for  Phase  V,  Part  3i  were  obtained 
In  the  same  manner  as  Part  I  except  that  each  ^  was  given 
two  opportunities  to  label  T  and  himself  In  response  to 
the  cues  "Who  am  I?"  and  'Vho  are  you?"    It  should  be 
noted  that  each  S  was  presented  with  only  one  of  the  two 
verbal  cues  In  a  single  turn. 

Part  k  -  The  baseline  measures  for  Part  h  were  obtained  as 
follows:    Ss  were  seated  In  their  chairs  facing  T.  T 
looked  at  S{  and  said,  "Show  me  standing."    When'^Sj  was 
standing,  T  looked  at  S2  and  said,  "S2t  who  Is  he?", 
pointing  in  the  direction  of  S| .    Regardless  of  S2*s 
response,  T  said,  "Thank  you."    T  recorded  a  "+"  for 
a  correct  response  and  a  "-"  for  an  Incorrect  response 
or  no  response.    T  then  told  a  different  male  S  to 
stand  and  presented  the  same  verbal  cue  to  S^^*    Ss  were 
given  two  opportunities  to  respond  to  the  cue  "Who  Is 
he?"  when  presented  with  two  different  male  classmates. 
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Part  5  -  Baseline  measures  for  Phase  V,  Part  St  were  obtained 
!n  the  same  manner  as  Part  4  except  that  each  S  was 
presented  with  a  female  classmate  and  asked,  "Who  Is 
she?" 

Part  6  -  Baseline  measures  for  Phase  V,  Part  6,  were  obtained 
In  the  same  manner  as  Parts  k  and  5  except  that  each 
was  given  two  opportunities  to  label  two  male  and  female 
classmates  In  response  to  the  cues  "Who  Is  he?"  and  "Who 
Is  she?"    It  should  be  noted  that  each  S  was  presented 
with  only  one  of  the  two  verbal  cues  In  a  single  turn. 

Part  7  -  Lastly,  baseline  measures  of  the  ability  of  Ss  to  per- 
form the  tasks  required  by  Phase  V,  Part  7,  were^obtalned 
In  the  following  manner:    Ss  were  seated  In  their  chairs 
facing  T.    T  looked  at  Sj  and  said,  "Who  am  I?"  Regard- 
less of  S|'s  response,  T  said,  "Thank  you."    T  recorded 
a  "+"  for  a  correct  response  and  a  "-"  for  an  Incorrect 
response  or  no  response.    T  then  presented  a  different 
cue  to  ^9  (e.g.,  "Who  are  you?").    Ss  were  given  two 
opportunities  to  label  T,  themselves,  and  two  male  and 
female  classmates  In  response  to  the  following  cues: 
"Who  am  I?";  "Who  are  you?";  "Who  Is  he?";  and  "Who  Is 
she?" 

Teaching  procedures 

Part  I ;  Teaching  Ss  to  label  the  teacher  In  response  to  "who" 
questions  containing  the  1st  person  singular  subject  pro- 
noun "t"  (I.e. .  "Who  am  I?"). 

Step  ^  -  Ss  were  seated  In  their  chairs  facing  T.  T 
looked  at  S}  and  said,  "Sj ,  who  am  I?"    If  S|  re- 
sponded correctly  by  sayTng,  "Ms.  Swetllk,"  T 
smiled,  said,  "Good,"  presented  a  consumable  con- 
sequence, and  recorded  a  correct  .;sponse.7 

Step  2  -  If  S|  did  not  respond  correctly,  T  said,  "No," 
repeated  the  cue,  "Who  am  I?",  and  modeled  the  correct 
response  by  saying,  "Ms.  Swetllk.    I  am  Ms.  Swetllk." 
T  also  touched  herself  to  emphasize  the  word  "I."  T 
then  repeated  the  cue,  "S| ,  who  am  I?"    If  S\  Imltaled  ♦ 
T  and  said,  "Ms.  SwetllkT"  I  smiled,  said,  "Good,"  re- 
corded "M]"  on  the  data  sheet,  and  presented  the  same 
cue  to 

Step  3  -  If  S|  did  not  imitate  T,  T  said,  "No,"  repeated 
the  cue,  "S | ,  who  am  I?    Say  'Ms.  Swetllk'  (or 
'Swetllk')T"  If  Sj  responded  correctly,  T  said, 
"Good,"  recorded~"M2"  on  the  data  sheet ,~and  pre- 
sented the  same  cue  to  S2. 


Any  one  of  the  following  responses  was  considered  correct:  "Swetllk"; 
"Ms.  Swetllk";  "You  (Ms.)  Swetllk";    or  "You  are  (Ms.)  Swetllk." 


Step  h  -  If  S|  still  made  no  resoonse  or  an  Incorrect 
responseT  I  said,  "No!    I  am  Ms.  Swetllk,"  recorded 
an  incorrect  response,  and  terminated  the  teaching 
of  Sj  for  that  trial.    $2  was  then  given  the  same 
cue. 

These  procedures  were  followed  until  each  S  labeled 
T  In  response  to  the  cue  "Who  am  I?"  In  three  con- 
secutive trials. 

Part  2:    Teaching  Ss  to  label  themselves  In  response  to  "who" 
questions  containing  the  2nd  person  singular  pronoun 
"you"  (i.e..  "Who  are  you?"). 

Step  I  -  S.S  were  seated  In  their  chairs  facing  T.  T 
looked  at  S|  and  said,  "Who  are  you?"    If  s7  re- 
sponded correctly  by  saying  his  name,  T  smiled, 
said,  "Good,"  presented  a  consumable  consequence, 
recorded  a  correct  response,  etc.^ 

Step  2  -  If  Sj  did  not  respond  correctly.  T  said,  "No," 
repeated  the  cue,  "Who  are  you?",  and  modeled  the 
correct  "-esponse  by  saying,  "You  are  S|."    T  also 
pointed  to  S]  to  emphasize  the  word  "you."  "j  then 
repeated  the  cue  and  continued  Step  2  as  In  Part  l. 

Step  3  -  If  S}    '     not  Imitate  T,  T  followed  the  proce- 
dures desi        i  In  Step  3  of  Part  1. 

Step  k  -  If  S|  made  no  response  or  an  incorrect  response, 
T  followed  the  procedures  described  in  Step  k  of  Part 
l. 

These  procedures  were  followed  until  each  S  labeled 
himself  in  response  to  the  cue  "Who  are  you?"  in 
three  consecutive  trials. 

Part  3:    Teaching  students  to  label  the  teacher  and  themselves 
in  response  to  "who"  questions  containing  the  1st  and  2nd 
person  singular  subject  pronouns  "I"  and  "you"  (I.e.. 
"Who  am  {?";  "Who  are  you?"). 

Step  1  -  Ss  were  seated  in  their  chairs  facing  T.  T 
looked  at  S|  and  said,  "Sj ,  who  am  I?"    If  Sj  re- 
sponded correctly,  T  smiled,  said,  "Good,"  recorded 
a  correct  response,  and  delivered  a  consumable  con- 
sequence.   T  then  looked  at  $2  and  said,  "Who  are 
you?",  etc. 


Any  one  of  the  following  responses  was  consiiiered  correct:  "Karen"; 
"Karen  Miller";  "I  Karen";    "I  Karen  Miller";    "I  am  Karen.";  cr  "I 
am  Karen  Miller." 
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Step  2  -  If  S]  did  not  respond  correctly  to  the  verbal 
cue,  T  said,  "No,"  repeated  the  cue,  "Who  am  I?", 
and  modeled  the  correct  response,  "Ms.  Swetllk.  I 
am  Ms.  Swetllk."    T  then  repeated  the  cue.     If  S) 
responded  correctly,  T  said,  "Good,"  recorded  "M^" 
on  the  data  sheet,  and  Initiated  Step  1  with  5,2 
using  a  different  cue. 

Step  3  -  If  S]  did  not  Imitate  T,  T  said,  "No,"  repeated 
the  cue, ""and  followed  the  procedures  described  in 
Step  3  of  Part  1 . 

Step  k  -  If  S|  still  did  not  respond  correctly,  T  followed 
the  procedures  described  in  Step  k  of  Part  1. 

these  procedures  were  followed  until  each  S,  labeled 
T  and  himself/herself  In  response  to  the  cues  "Who 
am  I?"  and  "Who  are  you?"  In  three  consecutive  trials. 
Attempts  were  made  to  minimize  the  repetition  of  the 
same  cue  to  different  ^s  on  consecutive  presentations. 

Part  k:    Teaching  Ss  to  label  male  classmates  In  response  to 
"who"  questions  containing  the  3rd  person  singular 
subject  pronoun  "he"  (I.e..  "Who  Is  he?")"3 

Step  1  -  5  is  were  seated  In  their  chairs  facing  T.  T 
looked  at  S]  and  said,  "Show  me  standing."    When  S^ 
was  standing,  T  looked  at  S2  and  said,  "Sg*  who  is 
he?",  point ing""in  the  direction  of  S | .    if  §2  re- 
sponded correctly  by  saying  S|'s  name,  T  smiled, 
said,  "Good,"  presented  a  consumable  consequence, 
and  recorded  a  correct  response. T  then  told  S| 
to  sit  down  and  looked  at  S-^,  etc. 

Step  2  -  If  $2  respond  correctly,  T  said,  "No," 

repeated  the  cue,  "Who  Is  he?",  and  modeled  the 
correct  response  by  saying,  "He  is  S|."    T  also 
pointed  toward  S}  to  emphasize  the  word  "he."  T 
then  repeated  the  cue  and  continued  Step  2  as 
described  In  Parts  1-3  above. 

Step  3  -  If  $2  did  not  imitate  T,  T  followed  the  proce- 
dures described  In  Step  3  of  Part  1. 


Prior  to  Instruction  In  Part  4  an  additional  male  student  (S5)  was 
added  to  the  group.    S5  did  not  receive  direct  Instruction  but  was 
needed  so  that  the  other  2  males  could  make  the  responses  appropriate 
to  Part  ^. 

A  correct  response  here  was  any  of  the  following:    "John";  "John 
Jones";  "He  John";    "He  John  Jones";    "He  Is  John.";  or  "He  Is  John 
Jones." 


Step  ^  -  I  f  S2  made  no  response  or  an  incorrect  response, 
T  followed  the  procedures  described  in  Step  k  of  Part  1. 

These  procedures  were  followed  until  each  S  labeled 
two  male  S^s  !n  response  to  the  cue  "Who  \s  he?"  In 
three  consecutive  trials.  % 

Part  5:    Teaching  Ss  to  label  female  classmates  tn  response 
to  "who"  questions  containing  the  3rd  person  singular 
subject  pronoun  "she"  (I.e.,  "Who  Is  she?")/*^ 

Step  I  -  5  S s  were  seated  In  their  chairs  facing  T.  T 
looked  at  S2  and  said,  "Show  me  standing."    When  $2 
was  standing,  T  looked  at  S|  and  said,  "S ] ,  who  Is 
she?",  pointing  In  the  direction  of  S2.         S|  re- 
sponded correctly  by  saying  S2*s  name,  T  smiled, 
said,  "Good,"  presented  a  consumable  consequence, 
and  recorded  a  correct  response. '2    7  then  told  Sjj 
to  sit  down  and  looked  at  S/^,  etc. 

Step  2  -  If  Sj  did  not  respond  correctly,  T  said,  "No," 
repeated  the  cue,  "Who  Is  she?",  and  modeled  the 
correct  response  by  saying,  "She  Is  S2.**    T  also 
pointed  toward  S2  to  emphasize  the  word  "she."  T 
then  repeated  the  cue  and  continued  Step  2  as 
described  In  Part  1 . 

Step  3  -  If  S|  did  not  Imitate  T,  T  followed  the  proce- 
dures described  In  Step  3  of  Part  1. 

Step  4  -  If  S|  made  no  response  or  an  incorrect  response, 
T  followed  the  procedures  described  In  Step  k  of 
Part  1 . 

These  procedures  were  followed  until  each  S  labeled 
two  different  female  Ss  in  response  to  the  cue  "Who 
Is  she?"  in  three  consecutive  trials. 

Part  6:    Teaching  Ss  to  label  male  and  female  classmates  In 
response  to  "who"  questions  containing  the  3rd  person 
singular  subject  pronouns  "he"  and  "she. "13 


Prior  to  instruction  In  Part  5,  the  extra  male  student  was  removed 
and  an  additional  female  student  (S5)  was  added  to  the  group. 

A  correct  response  here  was  any  of  the  following:    "Karen";  "Karen 
Miller";  "She  Karen";    "She  Karen  Miller";  "She  Is  Karen.";  or 
"She  Is  Karen  Miller." 

Prior  to  instruction  in  Part  6,  an  additional  male  and  female  S 
(S^  and  S^)  were  added  to  the  group. 
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Step  1  -  6  Ss  were  seated  fn  their  chairs  facing  T.  T 
looked  at  S|  and  said,  "Show  me  standing."    When  S| 
was  standing,  T  looked  at  %2        said,  "S^i  who  Is 
he?",  pointing  In  the  direction  of  S | .    If  S2  re- 
sponded correctly  by  saying  S^'s  nanie,  T  smiled,  said, 
"Good,"  presented  a  consumable  consequence  to  S2«  and 
recorded  a  correct  response.    T  then  told  S|  to  sit 
down,  looked  at  S2,  and  said,  "Show  me  standing,"  etc. 

Step  2  -  If  S2  did  not  respond  correctly  to  the  verbal 
cue,  T  said,  "No,"  repeated  the  cue,  "Who  Is  he?", 
and  modeled  the  correct  response.    T  then  repeated 
the  cue.    If  $2  responded  correct lyT  I  said,  "Good," 
recorded  "M^"~on  the  data  sheet, and  initiated  Step  1 
by  looking  at  S2  and  saying,  "Show  me  standing,"  etc. 

Step  3  -  If  S2  did  not* Imitate  T,  T  said,  "No,"  repeated 
the  cue,  and  followed  the  procedures  described  In 
Step  3  of  Part  1. 

Step  4  -  If  $2  still  did  not  respond  correctly,  T  followed 
the  procedures  described  In  Step  k  of  Part  1. 

These  procedures  were  followed  until  each  S,  labeled 
two  male  and  two  female  classmates  In  response  to 
the  cues  "Who  Is  he?"  and  "Who  Is  she?"  In  three 
consecutive  trials. 

Part  7:  Teaching  Ss  to  label  themselves,  the  teacher. and  male 
and  female  classmates  In  response  to  "who"  questions  con- 
taining the  lst»  2nd,and  3rd  person  singular  subject  pro- 
nouns (I.e..  "Who  am  I?";  "Who  are  you?";  "Who  Is  he/she?"). 

Step  1  -  6  Ss  were  seated  in  their  chairs  facing  T.  T 
looked  at  S|  and  said,  "Who  am  I?"    If  S|  responded 
with  T's  name,  T  smiled,  said,  "Good,"  presented  a 
consumable  consequence, and  recorded  a  correct  response. 
T  then  looked  at  S2  and  said,  "Who  are  you?"    The  same 
consequerces  resulted  If  $2  answered  with  his  own  name. 
T  presented  the  k  cues  (I.e.,  "Who  am  I?";  "Who  are 
you?";  "Who  Is  he?";  and  "Who  Is  she?")  to  Ss  In  a 
random  manner.     It  should  be  noted  that  Instead  of 
having  male  and  female  Ss  stand,  T  pointed  to  a  female 
S  and  asked,  "Who  Is  she?",  or  to~a  male  S  and  asked, 
"Who  Is  he?" 

Step  2  -  If  Si  did  not  respond  correctly  to  any  of  the  k 
cues  T  said,  "No,"  repeated  the  cue,  and  modeled  the 
correct  response.    T  then  repeated  the  cue  and  con- 
tinued Step  2  as  In^Part  1.    T  then  Initiated  Step  1 
with  §2  using  a  different  cue. 


All  6  Ss  used  in  Part  6  remained  in  the  group  for  Part  7. 

ERIC 
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Step  3  -  If  Sj  did  not  imitate  T,  T  followed  the  proce- 
dures described  In  Step  3  of  Part  I. 

Step  k  -  If  S]  did  not  respond  correctly,  T  followed  the 
procedures  described  In  Step  k  of  Part^l. 

These  procedures  were  followed  until  each  S  labeled 
T,  himself,  and  two  male  and  female  classmates  In 
three  consecutive  trials  In  response  to  the  following 
cues:    ''Who  am  1?";  ''Who  are  you?";  "Who  Is  he?";  and 
"Who  IS  she?" 

Phase  Vi :    Teaching  Ss  to  respond  to  "who-doinq"  questions  with  the  1st 
person  singular  subject  pronoun  and  present  progressive  verbs  (e,q., 
Q:    "Who  is  standing?"    A:    "1  am  standing."). 

in  Phase  Vi,  Ss  were  required  to  perform  selected  actions.    T  then 
aslced  Ss  questions  using  "who"  and  verbs  In  the  present  prog7esslve 
tense  T^.g.,  "Who  Is  standing?").    Ss  were  required  to  respond  with 
the  pronoun  "i"  and  the  correct  present  progressive  verb  (e.g., 
"I  am  standing.").    Thus,  In  order  to  make  the  responses  required 
In  this  phase,  Ss  had  to  select  an  appropriate  pronoun,  label  the 
action  they  were  performing  In  the  present  progressive  tense,  and 
combine  those  t^o  responses  to  form  a  complete  sentence. 

Phase  Vi  was  designed  to  include  a  test  of  generalization  to  a  new 
set  of  verbs.    Ss  learned  to  label  six  actions  in  Phase  li.  in 
Phase  Vi  those  actions  were  divided  Into  2  sets,  with  three  actions 
in  each  set.    First  T  obtained  a  baseline  measure  of  each  S's 
ability  to  respond  to  the  "who-doing"  questions  In  Sets  I  and  ii. 
Then  Ss  were  taught  to  respond  to  the  verb^^l  riip<t  In  Set  I.  Next, 
T  rebaselined  the  sicllls  required  In  Sets  i  and  ii. 

The  design  for  Phase  Vi  was  as  follows: 

A.  Basel ine  Sets  i  and  i  I 

B.  Teach  Set  i 

C.  Pebasellne  Sets  i  and  li 
0.  Teach  Set  ii  if  necessary 
E.  Rebasellne  Sets  i  and  II 

Baseline  procedures  •  Sets  I  and  II 

Baseline  measures  of  the  responses  required  in  Phases  Vi,  Vii, 
and  iX  were  obtained  before  Phases  i-*V.    This  procedure  was 
used  in  an  attempt  to  minimize  the  occurrence  of  Incidental 
learning  during  the  baselines  of  Phases  i'^V  that  might  distort 
performance  on  the  Initial  baselines  of  Phases  Vi,  Vil  and  iX. 
Also,  the  terminal  behaviors  for  this  program  were  found  in  the 
Phase  Vi-*iX  tasks,  and  any  S,  who  responded  co>^rectly  to  all  of 
the  cues  in  those  phases  would  be  removed  from  the  instruction 
group. 
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The  baseline  measures  for  Phase  Vi  were  obtained  as  follows: 
Ss  and  T  were  seated  In  their  chairs  facing  the  Action 
Corner,    T  looked  at  S|  and  said,  ''Sit  in  the  Action  Corner,*' 
while  pointing  to  the  appropriate  place.    When  S\  was  seated 
in  the  chair  in  the  Action  Corner,  T  said,  "Show  me  standing," 
If  S|  did  not  stand,  T  physically  guided  S|  to  a  standing 
position. 

While  S|  was  standing^  T  said  to  S | »  "Who  Is  standing?"  if 
S|  responded  correctly  by  saying,  "1  am  standing,"  T  said, 
"Thank  you,"  recorded  a  correct  response,  and  presented  a 
different  tue  to  S2»  etc.    it  should  be  noted  that  the  only 
responses  recorded  as  correct  wer<2  present  progressive  verbs 
preceded  by  "i  am." 

if  S|  said  nothing,  responded  in'^orrectly,  or  gave  an  In- 
complete response,  T  said,  "ThanK  you,"  recorded  the  response, 
and  presented  a  dlf^'erent  cue  to  S2»  etc. 

If  S|  gave  a  response  containing  his  own  proper  name,  T 
attempted  to  obtain  a  pronoun  response  by  saying,  "Say  It 
another  way."    T  then  said,  "Thank  you,"  recorded  the  re- 
sponse, and  presented  a  different  cue  to  S2»  etc.    Ss  were 
given  two  opportunities  to  respond  to  each  of  the  cues  in 
Sets  i  and  il  (I.e.,  "Who  is  standing,  waving,  cutting, 
combing,  reading,  and  zipping?"). 

Teaching  procedures  -  Set  I 

The  baseline  procedures  described  above  were  used  to  determine 
each  S*s  ability  to  respond  to  the  verbal  cues  in  Phase  VI. 
After'^two  baseline  trials  of  Sets  1  and  11,  T  began  teaching 
Set  i  using  the  fo*'  procedures: 

Step  I  -  ^s  and  T  were  seated  In  their  chairs  facing  the 
Action  Corner.    T  looked  at  S|  and  said,  "Sit  In  the 
/     Action  Corner,"  while  pointing  to  the  appropriate  place. 
When  S]  was  seated  in  the  chair  In  the  Action  Corner,  T 
said,  "Show  me  standing."    When  S|  was  standing,  T  looked 
at  S|  and  said,  "Who  Is  standing?"    if  S|  responded 
correctly  by  saying,  "I  am  standing,"    T  said,  "Good," 
recorded  a  correct  response,  presented  a  consumable 
consequence,  and  Instructed  S]  to  return  to  the  group 
and  sit  down.    T  then  told  §2  to  sit  In  the  Action 
Corner,  etc. 

Step  2  -  If  S|  responded  Incorrectly,  T  followed  one  of  the 
following  procedures: 

a.     If  S|  used  his  own  proper  name  Instead  of  "I",  T 
recorded  S|'s  first  response,  said,  "O.K.,  now  say 
it  anothe?  way,"  and  repeated  the  cue,  "Who  is 
standing?"    If  S|  responded  correctly,  T  said, 
"Good,"  recorded  "+  C2''  (correct  response  -  2nd 
cue),  and  Initiated  Stsp  I  with  S2»  etc. 

o 
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b.  If  S]  gave  an  Incomplete  response  (e.g.,  'M'*; 
standing'';  »»am  standing**)  t  I  recorded  S|*s  first  re- 
sponse and  said,  "O.K.,  now  say  the  whole  sentence.*' 
T  then  repeated  the  cue,  **Who  Is  standing?**    If  S| 
gave  the  correct  response,  T  said,  **Good,»*  recorded 
*'+  62"^  (correct  response  -  2nd  cue),  and  Initiated 
Step  I  with  Sgf  etc. 

c.  If  S|  gave  an  Incorrect  response  (e.g.,  **l  am  waving.*^), 
T  recorded  Sj's  first  response,  said,  **No,**  repeated 
the  cue,  **Who  Is  standing?**,  and  modeled  the  correct 
response,  *»Say  *l  am  standing.*'*    T  then  repeated  the 
cue.     If  S]  correctly  Imitated  T*s  verbal  model,  T 
said,  **Good,**  recorded ''M|**,  and  initiated  Step  1 

with  $2$  etc. 

Step  3  -  If  Sj  responded  Incorrectly  In  Step  2,  T  followed  one 
of  the  following  procedures: 

a.  If  S]  again  used  his  own  proper  name  Instead  of  **l** 
(see  Step  2a),  T  said,  '*No,**  repeated  the  cue,  **Who 
Is  standing?**,  and  modeled  the  correct  response, 
**Say  It  another  way.  Say  *l  am  standing.**'  T  then 
repeated  the  cue,  "Who  Is  standing?"  If  S|  correctly 
Imitated  T's  verbal  model,  T  said,  "Good,"  recorded 
"Mj",  and  Initiated  Step  I  with  Sg,  etc. 

b.  if  ^1  again  gave  an  Incomplete  response  (see  Step  2b), 
T  said,  "No,"  repeated  the  cue,  "Who  Is  standing?", 
and  modeled  the  correct  response,  "Say  the  whole 
sentence.    Say  'I  am  standing.*"    T  then  repeated 

the  cue,  "Who  Is  standing?"    if  S|  correctly  Imitated 
T's  verbal  model,  T  said,  "Good,**  recorded  "M|",  and 
initiated  Step  I  with  $2$  etc. 

c.  If  S|  did  not  correctly  Imitate  T*s  model  (see  Step 
2c)T  I  said,  •*No,**  repeated  the  cue,  **Who  Is  standing?**, 
and  modeled  the  correct  response,  "Say  the  whole 
sentence.    Say  *l  am  standing.***    T  then  repeated 

the  cue,  "Who  Is  standing?"    If  S|  correctly  Imitated 
T's  verbal  model,  T  said,  *'6ood,'*  recorded  **M2'\  and 
initiated  Step  I  with  $2$  etc. 

Step  k  -  If  S|  responded  incorrectly  In  Step  3,  T  followed  one 
of  the  following  procedures: 

a.     If  S|  used  his  own  proper  name  instead  of  ''!'*.  T 
followed  the  procedures  used  in  Step  3a.     if  Sj 
correctly  Imitated  T*s  second  verbal  model,  T  said, 
"Good,**  recorded  "M2",  and  Initiated  Step  I  with 
$2.  etc. 


i>*         S|  gave  an  incomplete  response,  T  followed  the 
procedures  used  In  Step  3b.    If  S|  correctly  Imi- 
tated T*s  second  verbal  model,  T  said,  "Good,*' 
recorded  '*M2'',  and  Initiated  Step  1  with  Sg,  etc. 

c.     if  S|  gave  an  Incorrect  response,  T  said,  ''No!  i 
wanted  you  to  say  N  am  standing,'"  recorded  an  In-* 
correct  response,  and  terminated  teaching  for 
this  trial.    T  then  proceeded  to  Step  1  with  $2* 

Step  5  -  If  S|  esponded  Inc^i'rectly  In  Step  ^  (a  or  b),  T 
said,  "No!  I  wanted  you  to  say  'I  am  standing,'"  re- 
corded an  Incorrect  response,  and  terminated  teaching 
for  this  trial.    T  then  proceeded  to  Step  1  with  S2»  etc. 

When  necessary,  T  proceeded  through  Step  5  with  S|  before 
proceeding  to  Step  1  with  S2.    However,  It  should  be  noted 
that  a)  Steps  2-5  were  Implemented  only  once  before  T 
proceeded  to  S2  and  b)  on  subsequent  trials,  Instrucitlon 
with  S|  began  on  Step  1.    These  procedures  were  followed 
until  each  S,  responded  correctly  to  each  of  the  three 
cues  In  Set  i  (I.e.,  "Who  Is  standing,  waving,  and 
cutting?")  under  the  conditions  set  forth  In  Step  1  In 
three  consecutive  trials,    it  should  be  noted  that  the 
verbal  cues  were  presented  randomly  with  the  restriction 
that  no  cue  was  presented  twice  In  succession. 

Re-baseline  Sets  i  and  II 

After  each  S  responded  correctly  to  each  of  the  three  cues  In^"^ 
Set  i  in  three  consecutive  trials,  T  reinstated  Phase  Vi 
Baseline  procedures.    Baseline  data  was  obtained  for  two 
trials  on  Sets  i  and  il.    This  baseline  was  used  to  determine 
If  the  responses  learned  in  Set  i  would  generalize  to  the 
cues  used  in  Set  i  i . 

Teaching  procedures  -  Set  1 1 

T  taught  Set  it  using^the  procedures  described  in  Part  1  until 
criterion  was  reached  by  each  S. 

Re-baseline  Sets  I  and  |{ 

T  again  used  Phase  VI  Baseline  procedures  and  recorded  each  S's 
performance  on  two  trials  each  of  Sets  I  and  ii. 

Phase  Vi  I ;    Teaching  Ss  to  respond  to  "who-doinq"  questions  wl^th  the 
2nd  person  singular  pronoun  and  present  progressive  verbs  (e.g., 
Q:    "Who  is  standing?"    A:    "You  are  standing."). 

The  objective  of  Phase  VII  was  to  teach  Ss  to  answer  questions 
with  the  pronoun  "you."    That  Is,  T  performed  an  action.    S  was 
then  asked  a  "who-doing"  question,  and  was  required  to  respond 


with  the  pronoun  ''you''  and  the  appropriate  present  progressive 
verb,     in  Phase  V!    Ss  were  taught  to  use  the  pronoun  "i''  as 
another  way  of  talking  about  themselves,     in  Phase  VM  Ss  were 
taught  to  use  the  pronoun  "you"  when  referring  to  T,  who  was 
asking  questions. 

The  design  for  Phase  VII  was  as  follows: 

A.  Basel Ine  Sets  i  and  1 1 

B.  Teach  Set  t 

C.  Rebasellne  Sets  i  and  11 
0.  Teach  Set  11  if  necessary 
E.  Rebaseline  Sets  I  and  M 

Baseline  procedures  •  Sets  I;  and  }  I 

Baseline  measures  of  the  tasks  in  Phase  VI i  were  obtained 
after  Phase  VI  baselines*,  but  before  Phases  l-V. 

The  baseline  measures  for  Phase  VII  were  obtained  as  follows: 
Ss  and  T  were  seated  in  their  chairs  facing  the  Act  ion  Corner. 
T  went  to  the  Act  ion  Corner  and  performed  an  action  (e.g. , 
standing).    While  standing,  T  said  to  S| ,  "S j ,  who  is  standing?" 
If  Si  responded  correctly  by  saying,  "You  are  standing,"  T  said, 
"Thank  you,"  recorded  a  correct  response,  and  presented  a"*dlf- 
ferent  cue  to  S2f  etc.    It  should  be  noted  that  the  only  re- 
sponses recorded  as  correct  were  present  progressive  verbs 
preceded  by  "You  are." 

If  Sj  said  nothing,  responded  Incorrectly,  or  gave  an  in- 
complete response,  T  said,  "Thank  you,"  recorded  the  response, 
and  gave  a  different  action  and  verbal  cue  to  S2f  etc. 

If  Sj  gave  a  response  containing  T's  proper  name,  T  attempted 
to  obtain  a  pronoun  response  by  saying,  "Say  it  another  way." 
T  then  said,  "Thank  you,"  recorded  the  response,  and  presented 
a  different  action  and  verbal  cue  to  S2,  etc.    Ss  were  given 
two  opportunities  to  respond  to  each  of  the  cues  in  Sets  I  and 
ii  (i.e.,  "Who  is  standing,  waving,  cutting,  combing,  reading, 
and  zipping?") . 

Teaching  procedures  -  Set  i 

The  baseline  procedures  described  above  were  used  to  determine 
each  S's  ability  to  respond  to  the  verbal  cues  in  Phase  VII. 
After  two  baseline  trials  of  Sets  I  and  M,  T  began  teaching 
Set  I  using  the  following  procedures: 

Step  I  -  Ss  were  seated  In  their  chairs  facing  the  Act  ion 
Corner.  T  went  to  the  Action  Corner  and  stood  facing 
the  Ss.  While  standing,  J  said  to  S | .  "S| ,  who  is 
standing?"  If  Sj  responded  correctly  by  saying,  "You 
are  standing,"  T  said,  "Good,"  recorded  a  correct  re- 
sponse, presented  a  consumable  consequence  to  S] ,  and 
gave  a  different  action  and  verbal  cue  to  $2$  etc. 
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Step  2  -  If  S]  responded  Incorrectly,  T  followed  one  of  the 
following  procedures: 

a.  If  S|  used  T's  proper  name  Instead  of  "you",  T 
recorded  S| ' s  first  lesponse,  said,  "O.K.,  now 
say  it  another  way,"  and  rrtseated  the  cue,  "Who 
Is  standing?"    If  S]  resportded  correctly,  T 
said,  "Good,"  recorded  "+  C?"  (correct  response  - 
2nd  cue),  and  initiated  Step  1  with  S2>  etc. 

b.  If  S^  gave  an  incomplete  response  (e.g.,  "You"; 
"You  standing";  "are  standing"),  T  recorded  S]*s 
first  response  and  said,  "O.K.,  now^say  the  whole 
sentence."    T  then  repeated  the  cue,  "Who  Is 
standing?"   Tf  S|  then  gave  the  correct  response, 

T  said,  "Good,"~recorded  "+  C2"  (correct  response  - 
2nd  cue),  and  initiated  Step  1  with  etc. 

c.  If  S]  gave  an  incorrect  response  (e.g.,  "You  are 
zipping."),  T  recorded      ' s  first  response,  said, 
"No,"  repealed  the  cueT  "Who  Is  standing?",  and 
irodeled  the  correct  response,  "Say  'You  are 
standing.'"    T  then  repeated  the  cue.     If  S] 
correctly  imitated  T's  verbal  model,  T  said, 
"Good,"  recorded  "Mp',  and  Initiated  Step  1  with 
S2»  etc. 

Step  3  -  If  S]  responded  incorrectly  In'  Step  2,  T  followed 
one  of  the  following  procedures: 

a.  If  S]  again  used  T's  proper  r>ame  Instead  of  "you" 
(see  Step  2a),  T  said,  "No,"  repeated  the  cue,  "Who 
is  standing?",  and  m^ef^'the  correct  response, 
"Say  It  another  way.    Say  'You  .are  standing.'"  T 
then  repeated  the  cue,  "Who  Is  standing?"    If  S] 
correctly  Imitated  T's  verbal  model,  T  said,  "Good," 
recorded  "M|",  and  Initiated  Step  1  with  S2.  etc. 

b.  if  S{  again  gave  an  incomplete  response  (see  Step  2b), 
T  said,  "No,"  repeated  the  cue,  "Who  is  standing?", 
and  modeled  the  correct  response,  "Say  the  whole 
sentence.    Say  'You  are  standing.'"    T  then  repeated 
the  cue,  "Who  is  standing?"    If  S|  coFrectly  imitated 
T's  verbal  model,  T  said,  "Good,"  recorded  "M|",  and 
Initiated  Step  1  with  S2,  etc. 

c.  If  Sj  did  not  correctly  imitate  T's  model  (see  Step 
2c),  T  said,  "No,"  repeated  the  cue,  "Who  is  standing?", 
and  modeled  the  correct  response,  "Say  the  whole 
sentence.    Say  'You  are  standing.'"    T  then  repeated 
the  cue,  "Who  Is  standing?"    If  Sj  correctly  imitated 
T's  verbal  model,  T  said,  "Good,"  recorded  "M2".  and 
Initiated  Step  1  with  S2,  etc. 
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Step  k  -  If  Si  responded  Incorrectly  In  Step  3f  I  followed 
one  of  Fne  following  procedures: 

a.  if  S|  used  T's  proper  name  instead  of  ^^yo\ji*\  T 
followed  the  procedures  used  In  Step  3a.    if  S| 
correctly  Imitated  T's  second  verbal  model,  T 

*  said,  ''Good,^'  recorded and  initiated  Step 
■     I  with  S^f  etc. 

b.  If  S|  gave  an  incomplete  response,  T  followed  the 
procedures  used  in  Step  3b.    if  ^]  correctly  imi*- 
tated  T's  second  verbal  model,  T  said,  "Good," 
recorded  "M2"f  and  initiated  Step  I  with  $21  etc. 

c.  If  Sj  gave  an  incorrect  response,  T  said,  "No!  I 
wanted  you  tw  say  'You  are  standing,'"  recorded  an 
incorrect  response,  and  terminated  teaching  for 

this  trial.    T  then  proceeded  to  Step  I  with  S2f  etc. 

Step  5  -  if  S|  responded  incorrectly  in  Step  k  (a  o-  s),  T 
said,  "No!    I  wanted  you  to  say    *You  are  standing,'" 
recorded  an  incorrect  response,  and  terminated  teach- 
ing for  this  trial.       T  then  proceeded  to  Step  I  with 
S^2t  etc. 

When  necessary  T  proceeded  through  Step  5  with  S|  before 
proceeding  to  Step  I  with  S2.    However,  it  sl^ould  be 
noted  that  a)  Steps  2-5  were  implemented  only  once  before 
T  proceeded  to  S2  and  b)  on  subsequent  trlal}>.  Instruction 
with  S]  began  on  Step  I.    These  procedures  wjbre  followed 
until  each  S  responded  correctly  to  each  of  /the  three 
cues  in  Set  I  (i.e.,  "Who  is  standing,  waving,  and  cutting?") 
under  the  conditions  set  forth  in  Step  I  in'three  consecu- 
tive trials,     it  should  be  noted  that  the  verbal  cues  were 
presented  randomly  with  the  restriction  that  no  cue  was 
presented  twice  in  succession. 

Rebaseline  Sets  I  and  M 

After  each  S^  responded  correctly  to  each  of  the  three  cues  In 
Set  I  in  three  consecutive  trials,  T  reinstated  Phase  Vil 
Baseline  procedures.    Baseline  data  was  obtained  for  two 
trials  on  Sets  I  and  il.    This  baseline  was  used  to  determine 
if  the  responses  learned  in  Set  i  would  generalize  to  the  cues 
used  in  Set  I i • 

Teaching  procedures  -  Set  i I 

T  taught  Set  ii  using  the  procedures  described  in  Part  I  until 
criterion  was  reached  by  each  S. 

Rebaseline  Sets  I  and  II 

T  again  used  Phase  VM  Baseline  procedures  and  recorded  each  S's 
performance  on  two  trials  each  of  Sets  I  and  ii. 
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Phase  V i  M ;    Teaching  Ss  to  respond  to  "who-doing"  questions  with  the 

1st  and  2nd  person  singular  subject  pronouns  and  present  progressive 
verbs  (e.g..  Q:    "Who  Is  standing?"    A:    "I  am  standing."    Q;  "Who 
Is  standing?"    A;    "You  are  standing. 'T^ 

In  Phase  VIII,  T  presented  In  an  alternating  fashion  the  "who-doIng" 
questions  used  In  Phases  VI  and  VH.    That  Is,  either  T  or  S  per- 
formed an  action.    S  was  then  asked  a  "who-doIng"  question  and  was 
required  to  respond  with  the  appropriate  pronoun  (either  "I"  or 
"you")  and  the  correct  present  progressive  verb. 

As  stated  previously,  "I"  and  "you"  appear  more  difficult  to  teach 
than  "he"  and  "she",  because  the  rul  's  for  using  them'  cannot  be 
stated  simply  and  because  their  use  ^.epends  on,  and  varies  across, 
situations.    For  these  reasons,  it  seemed  important  to  include  a 
phase  where  the  pronouns  "I"  and  "you"  were  clearly  contrasted. 
By  alternately  having  either  T  or  S  per  ',rm  an  action,  particular 
attention  was  drawn  to  the  differences  «r.  the  "I"  and  "you"  pro- 
noun responses  required. 

The  design  for  Phase  VIM  was  as  follows: 

A.  Basel Ine  Sets  i  and  1 1 

B.  Teach  Set  i 

C.  Rebasellne  Sets  i  and  II 
0.  Teach  Set  11  If  necessary 
E.  Rebasellne  Sets  i  and  ii 

Baseline  procedures  -  Sets  i  and  1 1 

The  baseline  measure?  for  Phase  Viit  were  obtained  at  the 
start  of  this  phase,  not  at  the  start  of  the  program  as  they 
were  for  Phases  VI,  VI  I,  and  IX.    The  reason  for  this  Is 
that  Phase  Viil  was  added  to  the  program  when  Group  A  com- 
pleted Phase  VI i . 

The  baseline  measures  for  Phase  VI 11  were  obtained  as  follows: 
Ss  and  T  were  seated  in  their  chairs  facing  the  Action  Corner, 
f  looked  at  Sj  and  said-  "Sit  In  the  Action  Corner."  while 
pointing  to  the  appropriate  place.    When  S\  was  seated  in  the 
chair,  T  said,  "Show  me  standing."    !f  S|~did.not  stand,  T 
physically  guided  S}  to  a  standing  poslTlon/ 

While  Sj  was  standing,  T  said  to  S| ,  "Who  Is  standing?"  T 
recorded  S_^'s  response,  said,  "Thank  you,"  and  proceeded 
exactly  as  described  In  the  baseline  procedures  tor  Phase  VI. 
When  S|  had  returned  to  his  seat,  T  went  to  the  Action 
Corner  and  performed  an  action  (e.g.,  waving).  While 
waving,  T  said  to  So,  "S2.  who  is  waving?"    T  recorded  So's 
response  and  proceeded  exactly  as  described  In  the  baseline 
procedures  for  Phase  VI i. 
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When  T  returned  to  her  seat,  she  presented  a  different  cue 
to  S3,  etc.     In  an  alternating  fashion,  T  either  performed 
an  action  herself  or  directed  one  of  the  Ss  to  do  It.  Ss 
were  given  two  opportunities  to  respond  to  each  of  the  cues 
in  Sets  i  and  M  as  performed  by  themselves  and  T  (I.e., 
*'Who  is  standing,  waving,  cutting,  combing,  reading,  and 
zipping?*^,     it  should  be  noted  that  each  S  was  presented 
with  only  one  verbal  cue  In  a  single  turn. 

Teach In9  procedures  -  t_J_ 

The  baseline  procedure    described  above  were  used  to  determine 
each  S's  ability  to  respond  to  the  verbal  cues  in  Phase  Vilt. 
After  two  baseline  trials  of  Sets  i  and  ii,  T  began  teaching 
Set  I  using  the  following  procedures: 

Step  I  -  Ss  and  T  were  seated  in  their  chairs  facing  the 
Act  ion  Corner.    T  looked  at  S\  and  said,  "Sit  in  the 
Act  ion  Corner.    When  S|  was  seated,  T  said,  "Show  me 
standing."    When  S]  was  standing,  T  looked  at  S|  an^ 
said,  "Who  is  standing?"    If  S|  responded  correctly  by 
saying,  "I  am  standing,"  T  said,  "Good,"  recorded.a; 
correct  response,  presented  a  consumable  consequence,  . 
and  Instructed  S]  to  return  to  the  group  and  sit  down. 
T  then  went  to  the  Act  Ion  Corner  and  gave  a  different 
action  and  verbal  cue  to  S2»  etc. 

Steps  2-5  -  If  Sj  responded  incorrectly  to  an  cot  Ion  he/she 
performed,  t  followed  the  procedures  used  in  Steps  2-5 
of  Phase  VI..     If  S^j  responded  Incorrectly  to  an  action 
performed  by  T,  T  followed  the  procedures  used  In  Steps 
2-5  of  Phase  VI l7 

When  necessary  T  proceeded  through  Step  5  with  S^ 
before  proceeding  to  Step  I  with  However,  It 

should  be  noted  that  a)  Steps  2-5  were  implemented 
only  once  before  T  proceeded  to  S2  and  b)  on  subse- 
quent trials.  Instruction  with  ^|  began  on  Step  1. 
These  procedures  were  followed  until  each  S  responded 
*  correctly  to  each  of  the  six  action  and  verbal  cues 
In  Set  1  (i.e.,  "Who  Is  standing,  waving,  and  cutting?" 
with  Ss  performing  the  actions  and  "Who  Is  standing, 
waving,  and  cutting?"  with  T  performing  the  actions) 
In  three  consecutive  trials. 

Rebasel Ine  Sets  1  and  11 

After  each  S^  responded  correctly  to  each  of  the  six  action 
and  verbal  cues  In  Set  I  In  three  consecutive  trials,  T  re- 
Instated  Phase  VI I i  Baseline  procedures.    Baseline  data  was 
obtained  for  two  trials  on  Set  I  and  Set  il.    This  baseline 
data  was  used  to  determine  if  the  responses  learned  in  Set  t 
would  generalize  to  the  cues  used  In  Set  H. 
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Teaching  procedures  -  Set  If 

T  t.iu-|hL  'jt;L  II  ij.lni  the  i. fccclures  described  for  Set  I  until 
<:ri'terion  vv«3->  rt*  ichtui  by  each  S_. 

Rebt^seline  St^ts  I  and  II 

T  iig<'}in  used  Phase  VIM  Baseline  procedures  and  recorded  each 
S's  pprfurninnce  on  two  trials  each  of  Sets  I  and  il. 

Phase  IX:    Teaching  Ss  to  respond  to  "who-doinq"  questions  with  3rd  per- 
son singular  ■>ubiect  pronouns  ^ind  present  progressive  verbs  (e.q.t 

 ! 'Who  is  standing?"    A:    "He  is  standing."    Q:    "Who  Is  standing?" 

A:    '"'She"  is  standing. "). 

The  objective  of  Phase  iX  was  to  teach  Ss  to  use  the  pronouns 
"he"  and  "she"  correctly  with  present  progressive  verbs  In 
answer  to  "wht)-doiny"  questions.    This  phase  was  divided  into 
3  parts.    In  Part  1  Ss  were  taught  to  respond  to  "who- doing" 
questions  concerning  a  male  classmate  performing  an  action  with 
the  singular  subject  pronoun  "he."    In  Part  2  Ss  were  taught  to 
respond  to  the  same  "\yho-dolng"  questions  asl<ed  about  a  female 
classmate  with  the  singular  subject  pronoun  "she."    In  Part  3 
T  presented  In  an  alternating  fashion  the  questions  used  In  Parts 
I  and  2.    That  i?,  either  a  male  or  female  performed  an  action. 
Ss  were  then  asked  "who-doing"  questions  and  were  required  to 
respond  with  the  appropriate  pronoun  ("he"  or  "she")  and  the 
correct  present  progressive  verbs.    As  In  Phases  Vl-Vlll,  Ss 
were  required  to:    a)  select  the  appropriate  pronoun,  b)  label 
the  action  being  performed  in  the  present  progressive  tense, 
and  c)  combine  those  two  responses  to  form  a  sentence. 


Ihe  lesicjn  for  Phase  IX  wns  as  <^ollcws: 


A.  Baseline  Part  3,  Sets  I  and  !l 

B.  Teach  Part  i  ,  Set  I 

C.  Teach  Part  2,  Set  I 

0.  Rebaseline  Part  3.  Sels  I  and  II 

E.  Teach  Part  3,  Set  I 

F.  Rebaseline  Part  3,  Sets  I  and  M 

G.  Teach  Part  3,  Set  II  if  necessary 

H.  Rebaseline  Part  3.  Sets  I  and  il 


Baseline  procedures  -  Part  3»  Sets  \  and  11 

The  baseline  measures  for  Phase  IX,  P-art  3,  were  obtained  as 
follows: '5    Ss  and  T  were  seated  in  their  chairs  facing  the 
Action  Corner.    T  looked  at  %]  and  said,  "Sj ,  sit  In  the 


Baseline  measures  of  Phase  IX,  Parts  I  and  2  were  judged  unnecessary. 
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Action  Corner."  while  pointing  to  the  appropriate  place.  When 
Sj  was  seated  In  the  chair  in  the  Action  Corner.  T  walked  to 
Sj  and  whispered,  "Show  me  standing,"  into  his  ear.     If  S|  did 
not  respond  correctly,  T  physically  guided  S|  to  a  standing 
position.    While  S|  was""standlr.g,  T  walked  over  to  $2  and  said, 
"Who  Is  standing?"    If  $2  responded  correctly  by  saying,  "He/ 
She  Is  standing,"  T  said,  "Thank  you,"  recorded  a  correct  re- 
sponse, and  presented  a  different  cue  to  $3,    it  should  be 
noted  that  the  only  responses  recorded  as  correct  were  present 
progressive  verbs  preceded  by  "He/She  Is." 

If  $2  said  nothing,  responded  incorrectly,  or  gave  an  Incom- 
plete response,  T  said,  "Thank  you,"  recorded  the  response, 
and  presented  a  different  cue  to  S^,  etc. 

If  §2  gave  a  response  containing  Sj's  proper  name,  T  attempted 
to  obtain  a  pronoun  response  by  saying,  "Say  It  another  way." 
T  then  said,  "Thank  you,"  recorded  S2's  second  response,  and 
presented  a  different  cue  to  S3,  etc.    All  4  Ss  were  given  two 
opportunities  to  respond  to  each  of  the  cues  In  Sets  i  and  11 
as  performed  by  2  male  and  2  female  classmates  (I.e.,  male/ 
female  standing,  waving,  cutting,  combing,  reading,  and 
zipping). 

Teaching  procedures  -  Part  I 

The  baseline  procedures  described  above  were  used  to  determine 
each  S's  ability  to  respond  to  the  verbal  cues  in  Phase  IX, 
Part  3.    After  two  baseline  trials  of  Part  3,  Sets  I  and  11, 
T  began  teaching  Part  I,  Set  I,  using  the  following  procedures: 

Step  I  -  Ss  and  T  were  seated  In  their  chairs  facing  the 
Action  Corner.    T  looked  at  S|  and  said,  "Sj ,  sit  In 
the  Action  Corner."  while  pointing  to  the  appropriate 
place.    When  Sj  was  seated  in  the  chair  In  the  Act  Ion 
Corner.  T  walked  to  S|  and  whispered,  "Show  me  standing," 
into  his  ear.     If  Sj  did  not  respond  correctly,  T 
physically  guided  S{  to  a  standing  position.  While 
Sj  was  standing,  T~walked  over  to  S2  and  said,  "Who  Is 
standing?"    If  S2  responded  correctly  by  saying,  "He  is 
standing,"  T  =;aid,  "Good,"  recorded  a  correct  response, 
presented  a  consumable  consequence,  and  instructed 
to  return  to  the  group  and  sit  down.    T  then  told  S3 
to  sit  In  the  Act  I on  Corner,  etc.'° 

Step  2  -  If  S2  '■esponded  incorrectly,  T  followed  one  of  the 
following  procedures: 


Males:    Sp  Sj,  Sg  Females-  S^^,  ^ 
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a.  If  $2  used  S j ' s  proper  name  Instead  of  "he",  T  said 
"O.K.,  now  say  it  another  way,"  and  repeated  the  cue, 
"Who  Is  standing?"    If  So  responded  correctly,  T  said, 
"Good,"  recorded  "+  C2*'  (correct  response  -  2nd  cue), 
and  initiated  Step  I  with  S3,  etc. 

^  S2  gave  an  Incomplete  response  (e.g.,  "He";  "He 
s"T  "He  standing"),!  said,  "O.K.,  now  say  the  whole 
sentence."    T  then  repeated  the  cue,  "Who  Is  standing?" 
If  $2         9^^®        correct  response,  T  said,  "Good," 
recorded  "+  C2"  (correct  response  -  2nd  cue),  and 
Inltljted  Step  I  with  S3,  etc. 

c.    If  S2  gave  an  Incorrect  response  (e.g.,  "She  Is 

standing."),!  said,  "No!    This  Is  Sj .    S|  Is  a  boy. 
What  do  we  call  a  boy?"    If  S2  responded  correctly 
by  saying,  "He,"  T  said,  "Good,"  repeated  the  cue, 
"Who  Is  standing?"  and  modeled  the  correct  response, 
"Say  'He  Is  standing.'"    T  then  repeated  the  cue. 
If  So  correctly  Imitated  T's  verbal  model,  T  said, 
"Good,"  recorded  "Mj",  and  Initiated  Step  I'wlth  S3, 
etc. 

Step  3  -  If  S2  responded  Incorrectly  In  Step  2,  T  followed  one 
of  the  following  procedures: 

a*  1^  i2  again  used  S|'s  proper  name  Instead  of  "he" 
(see  Step  2a),  T  said,  "No/'  repeated  the  cue,  "Who 
Is  standing?",  alnd  modeled  the  correct  response,  "Say 
it  another  way.  Say  'He  Is  standing.  "'  T  then  re- 
peated the  cue,  "Who  Is  standing?"  If  S2"^co''''®<^*W 
Imitated  T's  verbal  model,  T  said,  "Good,"  recorded 
=  M|",  and""jnitlated  Step  1  with  S3,  etc. 

b.  if  $2  again  gave  an  Incomplete  response  (see  Step 
2b),  T  said,  "No,"  repeated  ;;he  cue,  "Who  Is 
standing?", and  modeled  the  correct  response,  "Say 
the  whole  sentence.    Say  'He  is  standing.'"    T  then 
repeated  the  cue,  "Who  Is  standing?"    If  S2  correctly 
Imitated  T's  verbal  model,  T  said,  "Good,"  recorded 
"M|",  and^lnltlated' Step  1  with  S3,  etc. 

c.  If  S2  did  not  correctly  Imitate  T's  model  (.'ee  Step 
2c),  T  said,  "No,"  repeated  the  cue,  "Who  Is 
standing?",  and  modeled  the  correct  response,  "Say 
the  whole  sentence.    Say  'He  Is  standing.'"    T  then 
repeated  the  cue,  "Who  Is  standing?"    If  S2  correctly 
Imitated  T's  verbal  model,  T  said,  "Good,"  recorded 
"M2",  and^lnltlated  Step  1  with  S3,  etc. 

Step  k  -  If  S2  responded  Incorrectly  In  Step  3i  T  followed  one 
of  the  following  procedures: 
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a.  If  $2  used  S | • s  proper  name  Instead  of  "he",  T 
followed  the  procedures  used  In  Step  3a.  If 
correctly  Imitated  T's  second  verbal  model,  t"" 
said,  "Good,"  recorded  "Mj",  and  Initiated  Step  I 
wl th  Sj,  etc. 

b.  If  $2  gave  an  Incomplete  response,  T  followed  the 
procedures  used  In  Step  3b.     If  $2  correctly  Imi- 
tated T's  second  verbal  model,  T""sald,  "Good," 
recorded  "M2",  and  Initiated  Step  I  with  S3,  etc. 

c.  If  $2  gave  an  Incorrect  response  or  no  response,  T 
said,  "No!     I  wanted  you  to  say    'He  Is  standing,"' 
recorded  an  Incorrect  response,    and  terminated 
teaching  for  this  trial.       T  then  proceeded  to 
Step  I  with  S3,  etc. 

Step  5  -  If  S2  responded  Incorrectly  In  Step      (a  or  b),  T 
said,  "No!    I  wanted  you  to  say  'He  Is  standing,'" 
recorded  an  Incorrect  response,  and  terminated  teach- 
ing for  this  trial.       T  then  proceeded  to  Step  I  with 
Sj,  etc. 

When  necessary,  T  proceeded  through  Step  5  with  S2 
before  proceeding  to  Step  1  with  ^3.    However,  It 
should  be  noted  that  a)  Steps  2-5  were  Implemented 
only  once  before  T  proceeded  to  S3  and  b)  on  subse- 
quent trials.  Instruction  with       began  on  Step  I. 
These  procedures  were  followed  until  each  S  responded 
correctly  to  each  of  the  three  cues  In  Set~l  (i.e., 
"Who  Is  standing,  waving,  and  cutting?")  under  the 
conditions  set  forth  In  Step  I  In  three  consecjtlve 
trials.     In  each  trial  S  was  required  to  respond  to 
questions  asked  about  2  males  performing  each  of  the 
three  actions  In  Set  I.    It  should  be  noted  that  the 
verbal  cues  were  presented  randomly  with  the  restric- 
tion that  no  cue  was  presented  twice  In  succession. 

Teaching  procedures  -  Part  2 

When  Ss  reached  criterion  on  Part  1 ,  Set  I ,  T  initiated  In- 
struction on  Part  2,  Set  I,  using  the  following  procedures: 

Step  i  -  The  6  Ss  and  T  were  seated  in  their  chairs  facing 

the  Act  Ion  Corner.    T  looked  at  S2  and  said,  "Sit  In  the 
Act  I  on  Corner,"  while  pointing  to  the  appropriate  place. 
.    When  S2  was  seated  ir  the  chair  In  the  Action  Corner,  T 
walked  to  S2  and  whis  ered,  "Show  me  standing,"  Into  her 
ear.     If  $2  did. not  respond  correctly,  T  physically 
guided  §2  to  a  standing  position.    While  $2  was  standing, 
T  walke'  over  to  Sj  and  said,  "Who  Is  standing?"  If 
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responded  correctly  by  Saying,  **She  Is  standing,*'  T 
said,  "Good,"  recorded  a  correct  response,  presented  a 
consumable  consequence,  and  Instructed  return  to 

the  group  and  sit  down.    T  then  told  Sj^  to  sit  in  the 
Action  Corner,  etcJ7 

Step  2  -  If  Sj  responded  Incorrectly,  T  followed  one  of  the 
following  procedures: 

a.  If  S|  used  Sjg's  proper  name  Instead  of  "she",  T  said, 
"O.K.,  now  say  It  another  way,"  and  repeated  the  cue, 
"Who  Is  standing?"    If  S]  responded  correctly,  T 
said,  "Good,"  recorded  "+  C2"  (correct  response  - 
2nd  cue),  and  initiated  Step  1  with  ^3,  etc. 

b.  if  S|  gave  an  Incomplete  response  (e.g.,  "She"; 
"She  Is";  "She  standing"),  T  said,  "O.K.,  now  say 
the  whole  sentence."    T  then  repeated  the  cue,  "Who 
Is  standing?"    If  S|  then  gave  the  correct  response, 
T  said,  "Good,"  recorded  "+  Co"  (correct  response  - 

Znd  cue),  and  Initiated  Step  T  with  8^3,  etc.  ^  ' 

c.  if  S]  gave  an  Incorrect  response  (e.g.,  "He  Is 
spending."),!  said,  "Nol    This  Is  S2.    S2  Is  a 
girl.    What  do  we  call  a  girl?"    If  Si  responded 
torrectly  by  saying,  "She,"  T  said,  "Good,"  re- 
peated the  cue,  "Who  Is  standing?",  and  modeled  the 
correct  respond,  "Say  'She  Is  standing. T  then 
repeated  the  cue.     If  S,|  correctly  Imitated  T's 
verbal  model,  T  said,  "Good,"  recorded  "Mj",  and 
Initiated  Step"^i  with  S^,  etc. 

Step  3  -  If  S|  responded  Incorrectly  In  Step  2,  T  followed 
one  of  the  procedures  described  In  Part  I,  Step  3, 
except  that  the  correct  response  was  "She  Is  standing" 
instead  of  "Me  Is  standing." 

Step  k  -  If  S|  responded  incorrectly  In  Step  3f  T  followed 
one  of  the  procedures  described  In  Part  1,  Step  4, 
except  that  the  ccrrec*-  response  was  "She  is  standing." 

Step  5  -  If  S]  responded  Incorrectly  In  Step      (a  or  b),  T 
said,  "No!     1  wanted  you  to  say  'She  Is  standing,'" 
recorded  an  Incorrect  response,  and  terminated  teach- 
ing for  this  trial.       T  then  proceeded  to  Step  1  with 


S j ,  etc* 
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Males:    S j ,  S^,  Females:  S^, 
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When  necessary,  T  proceeded  through  Step  5  with  before 
proceeding  to  Step  1  with  S3.    However,  It  should  be 
noted  that  a)  Steps  3-5  were  Implemented  only  once  before 
2^  proceeded  to  S3  and  b)  on  subsequent  trials.  Instruction 
with  S|  began  on  Step  i.    These  procedures  were  followed 
until  each  S  responded  correctly  to  each  of  the  three 
cues  In  Set  I  (I.e.,  "Who  Is  standing,  waving,  and 
cutting?")  under  the  conditions  set  forth  In  Step  I 
In  three  consecutive  trials.    In  each  trial,  S  was 
required  to  respond  to  questions  asked  about  2  females 
performing  each  of  the  three  actions  In  Set  I.    It  should 
be  noted  that  the  verbal  cues  were  presented  randomly 
with  the  restriction  that  no  cue  was  presented  twice  In 
succession. 

Rebasellne  Part  3,  Sets  I  and  |{ 

After  each  S  responded  correctly  to  each  of  the  three  cues  In 
Set  I  of  Parts  1  and  2  In  three  consecutive  trials,  T  rein- 
stated Phase  IX,  Part  3  Baseline  procedures.    Baseline  data 
was  obtained  for  two  trials  on  Set  I  and  Set  if.    This  base- 
line was  used  to  determine  If  the  responses  learned  In  Set  I 
of  Parts  I  and  2  would  generalize  to  the  cues  used  In  Part  3, 
Sets  i  and  il.     It  also  showed  If  Ss  could  respond  correctly 
with  either  "he"  or  "she"  In  a  senlence  when  a  male  or  female 
alternately  performed  an  action,  after  being  taught  to  use 
"he"  and  "she"  In  separate  situations. 

Teaching  procedures  -  Part  3 

If  baseline  measures  suggested  that  Ss  could  not  perform  the 
tasks  In  Phase  IX.  Part  3,  the  following  procedures  were 
Implemented : 

Step  I  -  The  6  Ss  and  T  were  seated  in  their  chairs  facing 

the  Action  Corner?   T  looked  at  S|  and  said,  "Sit  In  the 
Act  Ion  Corner."  while  pointing  to  the  appropriate  place. 
When  Sj  was  seated  In  the  chair  In  the  Action  Corner,  T 
walked  to  Sj  and  whispered,  "Show  me  standing,"  Into  hTs 
ear.     If  S|  did  not  respond  correctly,  T  physically  guided 
S|  to  a  standing  position.    While  Sj  was  standing,  T 
walked  over  to  $2  and  said,  "Who  Is  standing?"    If  59 
responded  correctly  by  saying,  "He  Is  standing,"  T 
said,  "Good,"  recorded  a  correct  response,  presented 
a  consumable  consequence,  and  Instructed  Sj  to  return 
to  the  group  and  sit  down.    T  then  told  Sj  to  sit  in 
the  chair  In  the  Action  Corner  and  presented  a  dV^ferent 
action  and  verbal  cue  to  S3,  etc.'" 


les: 
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Steps  2-5  -  If  S2  responded  Incorrectly  to  an  action  S|  (a 
male)  performed,!  T  followed  the  procedures  used  In 
teaching  Steps  3-5  of  Phase  IX,  Part  I.     If  §2  re- 
sponded incorrectly  to  an  action         (a  female)  per- 
formed, T  follov/ed  the  procedures  used  In  teaching 
Steps  2-5  of  Phise  IX,  Part  2. 

When  necessary,  T  proceeded  through  Step  5  with  S2  before 
»      proceeding  to  Step  1  with  S3.    However,  it  should  be 

noted  that  a)  Steps  2-5  were  implemented  only  once  before 
T  procfteded  to  S3  and  b)  on  subsequent  (.rials,  instruction 
with  S2  began  on  Step  I.    These  procedures  were  followed 
until  each  S  responded  correctly  to  each  of  the  three 
cues  in  Set""l  (I.e.,  "Who  Is  standing,  waving,  and  cutting?") 
under  the  conditions  set  forth  in  Step  I  In  three  con- 
secutive trials,     in  each  trial,  S  was  required  to  re-^ 
spond  to  questions  asked  about  2  males  and  2  females 
performing  each  of  the  three  actions  In  Set  I.  it 
should  be  noted  that  the  verbal  cues  were  presented 
randomly  with  the  constraints  that  no  cue  was  presented 
twice  In  succession  and  each  S  was  asked'only  one  ques- 
tion in  a  slnale  turn. 


Rebaseline  Part  3«  Sets  I  and  li 

After  each  S  responded  correctly  to  each  of  the  three  cues 
in  Part  3,  Set  i.  In  three  consecutive  trials,  T  relns':ated 
Phase  IX,  Part  3  Baseline  procedures.    Baseline  data  was 
obtained  for  two  trials  on  Sets  i  and  il.    This  baseline 
was  used  to  determine  If  the  responses  learned  In  Part  3, 
Set     would  generalize  to  the  cues  used  In  Part  3>  Set  il. 

Teaching  procedures  -  Part  3t  Set  I i 

T  taught  Set  M  using  the  procedures  described  for  Set  I 
until  criterion  was  reached  by  each  S. 

Rebaseline  Part  3.  Sets  I  and  II 

T  again  used  Phase  IX,  Part  3  Baseline  procedures  and  re- 
corded performance  on  two  trials  each  of  Sets  i  and  ii. 


Phase  X:    Teaching  Ss  to  respond  to  "who-dolng"  questirns  with  1st. 
2nd,  and  3rd  person  singular  subject  pronouns  and  present  pro- 
gressive verbs  (e.q.,'a:    "Who  is  standing?"    A:    "I  am  standing." 
g:    "Who  is  standing?"    A;    "You  are  standing^"    Q^:    "Who  is 
standing?"   A:    "He/She  Is  standing. 'T  ' 

The  responses  "I  am,"  "You  are,"  and  "He/She  is"  were  taught 
separately  in  Phases  Vl,  Vil  and  IX.    For  this  reason.  Phase  X 
was  included  to  determine  if  the  Ss  could  respond  with  appro- 
priate pronoun  responses  when  the  action  and  verbal  cues  used  in 
Phases  Vl-iX  were  randomly  presented.    That  is,  either  T,  S,  or  a 
male  or  female  classmate  performed  an  action.    S  was  then  asked  a 
"who-dolng"  question  and  was  required  to  respond  with  the  appro- 
priate pronoun  and  the  correct  present  progressive  verb. 


The  tasks  in  Phase  X  required  Ss  to  make  the  most  complex  dis- 
criminations of  the  entire  program.    That  is,  in  order  to  select 
the  correct  pronoun,  Ss  had  to  choose  from  'M,"  "you,"  "he,"  or 
"she." 

A  few  minor  changes  were  made  In  the  procedures  used  for  this  phase 
as  compared  with  Phases  VI-IX.    First,  instead  of  asking  Ss  only 
one  question  in  a  single  turn,  each  S  was  asked  ^  questions.  For 
example,  In  one  turn  an  S  was  required  to  answer  "I  am  standing."; 
"You  are  waving.";  "He  il  cutting.";  and  "She  is  reading."  In  re- 
sponse to  appropriate  action  and  verbal  cues. 

The  design  for  Phase  X  was  as  follows: 

A.  Basel ine  Sets  1  and  i I 

6.  Teach  Set  1 

C.  Rebaseline  Sets  i  and  li 

D.  Teach  Set  ii,  if  necessary 

E.  Rebaseline  Sets  i  and  li 

Baseline  procedures  -  Sets  I  and 

Ss  and  T  were  seated  in  their  chairs  facino  the  Act  ion 
Corner.    T  looked  at  S]  and  said,  "Sit  in  tht  Action 
Corner."    When  S|  was  seated  in  the  chair  in  the  Action 
Corner,  T  walked  to  S|  and  whispered,  "Show  me  standing," 
into  his  ear.     If  S|  did  not  respond  correctly,  T  phys- 
ically guided  S]  to  a  standing  position.    While  S|  was 
standing,  T  said  to  S| ,  "Who  is  standing?"    If  Sj"  re- 
sponded correctly  by  saying,  "I  am  standing,"  T  said, 
"Thank  you,"  recorded  a  correct  response,  and  presented 
a  different  action  and  verbal  cue  to  S] .     It  should  be 
noted  that  the  only  responses  recorded ^as  correct  were 
present  progressive  verbs  preceded  by  "I  am,"  "You  are," 
or  "He/she  is."    If  S|  said  nothing,  responded  incorrectly, 
or  gave  an  incomplete  response,  T  said,  "Thank  you," 
recorded  the  response,  and  presented  a  different  cue  to 
S| ,  etc.     if       gave  a  response  containing  his  own  proper 
name,  T  attempted  to  obtain  a  pronoun  response  by  saying, 
"Say  it  another  way."    T  thsn  said,  "Thank  you,"  reco/ded 
the  response,  and  presented  a  differont  cue  to  S ] .  Each 
was  given  two  opportunities  to  respond  to  each  of  the  cues 
in  Sets  !  and  ii  as  performed  by  themselves    T,and  a  mnle 
and  a  female  classmate  (i.e.,  "Who  Is  standing,  waving, 
cutting,  combing,  reading,  and  zipping?"). 

Teaching  procedures  -  Set  I 

The  baseline  procedures  described  above  were  used  to  determine 
each  ^'s  ability  to  respond  to  the  verbal  cues  in  Phase  X. 
After  two  baseline  trials  of  Sets  i  and  II,  T  began  teaching 
Set  I  using  the  followirjg  procedures: 
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Step  I  -  Ss  and  T  were  seated  fn  their  chairs  facing  the  Action 
Corner,    T  looked  at  S]  and  ^ald,  "Sit  In  the  Action 
Corner,''  while  pointing  to  the  appropriate  place.    When  S| 
was  seated  In  the  chair  In  the  Action  Corner,  T  said,  "Show 
me  standing."    When  S|  was  standing,  T  looked  at  S|  and 
said,  "Who  Is  standing?"    If  S]  responded  correctly  by 
saying,  "I  am  standing,"  T  said,  "Good,"  recorded  a 
correct  response,  and  presented  a  consumable  consequence 
•    I  ^^^^  went  to  the  Action  Corner  and  gave  a  dif- 
ferent action  and  verbal  cue  to  S]  (e.g.,  "Who  Is  waving?"), 
etc.    T  presented  S|  with  four  different  action  and  verbal 
cues  before  procejsding  to 

Steps  2'>5  -  If  S.I  responded  Incorrectly,  T  followed  one  of  the 
following  procedures: 

a.  If  S|  responded  Incorrectly  to  an  action  he  performed, 

T  followed  the  procedures  used  In  Steps  2-5  of  Phase  Vi. 

b.  If  S|  responded  Incorrectly  to  an  action  performed  by 
T,  T  followed  the  procedures  used  in  Steps  2-5  of  Phase 

c.  If  S|  responded  Incorrectly  to  an  action  S^  (a  male) 
performed,  T  followed  the  procedures  used  tn  Steps  2-5 
of  Phase  1x7  Part  1. 

d.  if  S|  responded  Incorrectly  to  an  action  §2  (a  female) 
performed,  T  followed  the  procedures  used  In  Steps  2-5 
of  Phase  1x7  Part  2. 

When  necessary,  T  proceeded  through  Step  5  before  pre- 
senting a  different  action  and  verbal  cue  to  S | .  How- 
ever, It  should  be  noted  that  a)  Steps  2-5  were  imple- 
mented only  once  before  T  presented  a  different  cue  to 
S|  and  b)  on  subsequent  trials,  instruction  with  S| 
began  on  Step  1.    These  procedures  were  followed  until 
each  S  responded  correctly  to  each  of  the  three  cues 
in  Set  i  (I.e.,  "Who  is  standing,  waving,  and  cutting?") 
under  the  conditions  set  forth  in  Step  1  In  three  con- 
secutive trials,     in  each  trial,  S  was  required  to  re- 
spond to  questions  asked  about  himself,  T,  a  male  class- 
mate, and  a  female  classmate  performing  each  of  the  three 
actions  In  Set  i. 


Rebaseline  Sets  I  and  II 


After  each  S  responded  correctly  to  each  of  the  twelve  action 
cues  and  the  three  verbal  cues  In  Set  I  In  three  consecutive 
trials,  T  reinstated  Phase  X  Baseline  procedures.  Baseline 
data  was  obtained  for  two  trials  on  Sets  \  and  ii.    This  base- 
line was  used  to  determine  If  the  responses  learned  In  Set  I 
would  generalize  to-^he  action  and  verbal  cues  used  In  Set  11. 
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Teaching  procedures  -  Set  }  \ 

T  tdught  Set  11  uslnij  the  procedures  described  for  Set  I 
until  cfiterlon  was  reached  by  each  S. 

jtebaseline  Sets  t  dnd  li 

T  dqaln  reinstated  Phase  X  BaseUne  procedures  and  recorded  each 
performance  on  two  trials  of  Sets  !  and  II.  "* 


Resul ts 


Group  A 

Ss  I,  2,  3,  and  ^  (Group  A)  advanced  through  the  program  by  attaining 
a  defined  criterion  performance  on  each  part  of  each  phase.     It  should  be 
noted  that  actually  two  different  criterion  levels  were  established. 
During  baseline  trials,  criterion  performance  was  defined  as  two  consecu- 
tive errorless  trials  on  any  part  of  any  phase.    During  teaching  trials, 
criterion  performance  was  defined  as  three  consecutive  errorless  trials 
on  any  part  of  any  phase. '9 

Bcsei Ine  measures 

Prior  to  Instruction  on  the  tasks  required  In  Phases  l-X,  baseline 
measures  of  each  S's  ability  to  perform  the  tasks  required  In  Phases  VI, 
VII,  and  IX  were  obtained.     In  Phase  VI    each  S  could  make  from  0  to  3 
correct  responses  to  the  cues  in  Seti>  1  and  M.     In  the  two  baseline 
trials  of  Phase  VI  ,  Ss  1,  2,  3i  and  k  ay/eraqed  2.5,  0,  0,  and  0  correct 
responses  to  the  cues  In  Set  1  and  2,  0,  0,  and  0  correct  responses  In 
Set  M  respectively.     In  the  baseline  trials  of  Phase  VII,  each  S  could 
make  from  0  to  3  correct  responses  In  Sets  I  and  II.    S^s  1  ,  2,  3,  and  k 
averaged  0  correct  responses  In  Sets  I  and  M  respectively.     In  Phase  IX, 
Part  3,  each  S  could  make  from  0  to  12  correct  responses  to  the  cues  In 
Sets  I  and  11.    Ss  1,  2,  3»  and  ^  averaged  0  correct  responses  to  the  cues 
In  Sets  I. and  M  respectively. 

As  can  be  discerned  frcn  the  baseline  performance,  except  for  S|  who 
averaged  2.5  and  2.0  correct  responses  In  Phase  VI,  Ss  made  no  correct  re- 
sponses during  the  baseline  trials  of  Phases  VI,  VM,  and  IX.     In  other 
words,  S^s  did  not  answer  the  **who-dolng'*  questions  correctly  with 
»«you,**  ''he,"  or  '*::he**  and  correct  present  progressive  verbs. 

Tiblr  I    lepicts  the  nufu^er    ^"  tench ing  trials  each  S  required  to 

attain  criterion  performance  in  Phases  I  through  X-     ft  should  be  noted 

that  Ss  performed  at  criterion  on  selected  parts  during  baseline  trials, 
making  instruction  on  those  parts  unnecessary. 

H  

19 

A  graphic  depiction  of  the  performance  of  each  S  In  each  phase  is 
available  but  will  not  be  presented  here.    The  reader  Interested  in 
a  graphic  presentation  of  the  performance  of  S^s  can  write  the  author 
at  the  Department  of  Special l/ed  Educational  Services,  Madison  Public 
Schools,  5^5  W.  Dayton  Street,  Madison,  Wisconsin.  5370^*. 
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Phase  i 

It  can  be  discerned  from  Table  I  that  during  the  baseline  trials 
of  Parts  1,  2,  and  3,  It  was  verified  that  Group  A  c#uld  imitate  the 
required  one,  two,  and  three  word  verbal  resj3ft>nses.*'    Since  no  incorrect 
responses  were  made,  teaching  trials^  were  unnecessary. 

Phase  II  '  , 

Group  A  made  no  Incorrect  responses  In  the  baseline  trials  of  Parts 
1,  2,  and  3.    Thus,  It  was  verified  that  Ss  could  parform  the  selected 
actions  in  response  to  verbal  cues  In  Part  1,  visually  discriminate  those 
actions  In  Part  2,  and  label  those  actions  using  the  present  progressive 
verb  form  in  Part  3.    Since  Ss  responded  correctly  to  the  cues  used  in 
Parts  1,  2,  and  3  In  two  consecutive  trials,  instruction  was  unnecessary. 

Phase  III 

During  the  two  baseline  trials  of 'Parts  1,  2,  3,  and  4,  Group  A  again 
responded  correctly  to  the  cues  Itfi  all  k -parts'.    Thus,  it  was  verified  that 
Ss  could  visually  discriminate  by}  touching;    themselves  In  Part  1;  T  M 
Part  2;  their  classmates  In  Part  3;  and  all  of  the  above  In  Part  4  In  f-e- 
sponse  to  name  cues.    Since  no  Inq'orrect  responses  were  made  In  the  base- 
line trials,  instruction  was  unnecessary. 

Phase  tV 

In  the  baseline  trials  of  Parts  1,  2,  and  3,  no  S  manifested  cri- 
terion performance.    In  Parts  1  and  2,  each  S  could  make  from  0  to  2 
correct  responses.    Ss  1,  2,  3f  and  k  all  averaged  .5  correct  responses 
to  the  cues  In  Part  1  and  0  correct  responses  to  the  cues  In  Part  2.  in 
Part  3  each  S  could  make  from  0  to  4  correct  responses.    Ss  1,  2,  3,  and 
k  averaged  0  correct  responses  to  the  cues  In  Part  3. 

In  Part  1  S]  and  S3  were  taught  to  "Touch  a  he"  and  attained  cri- 
terion performance  after  only  3  teaching  trials.    These  2  Ss  made  no  In- 
correct responses  after  the  baseline  trials.     It  appeared  that  observing 
T  teach  the  correct  response  to  another  S  was  sufficient  to  Induce  correct 
responding  when  the  cue  "Touch  a  he"  was  presented.    S2  and  Sl  required 
more  teaching  trials  In  order  to  reach  criterion  performance  (4  and  5 
trials  respectively). 

In  Part  2  Ss  were  taught  to  visually  discriminate  a  female  class- 
mate in  response  to  the  cue  "Touch  a  she."    As  can  be  discerned  from 
Table  I,  criterion  performance  was  attained  after  3  teaching  trials.  It 
appeared  that  acquiring  the  skills  necessary  to  touch  a  "he"  facilitated 
the  performance  of  the  skills  necessary  to  touch  a  "she." 

In  Part  3  the  cues  "Touch  a  he"  and  "Touch  a  she"  were  alternately 
presented.    Sp  S2,  and  S3  responded  correctly  to  the  cues  when  they 
were  alternated.    Howeve?,  6  teaching  trials  were  necessary  to  teach 
to  visually  discriminate  male  and  female  classmates  wnen  the  cues  "Touch 
a  he"  and  "Touch  a  she"  were  presented  In  an  alternating  manner. 
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Phase  V 

Group  A  made  no  Incorrect  responses  In  the  baseline  trials  of  Parts 
1  through  7.    Thus,  It  was  verified  that  Ss  could  make  proper  name  re- 
sponses to  *'who**  questions  containing  1st,  2nd,  and  3rd  person  singular 
subject  pronouns.    Since  Ss  responded  correctly  to  the  cues  used  In  Parts 
1  through  7  in  two  consecutive  baseline  trials,  Instruction  was  unnecessary. 

Phase  VI 

Baseline  measures  of  Phases  Vl,  Vll,  and  IX  were  obtained  at  the 
start  of  the  program.    As  noted  earlier,  S2,  S3,  and  S/^  made  no  correct 
responses  In  the  baseline  trials  of  Phase  VI,  Sets  I  and  II.    S  | ,  how- 
ever, averaged  2.5  of  a  possible  3  correct  responses  in  3et  I  and  2.0  of 
a  possible  3  correct  responses  In  Set  11. 

il »  §2»  S3,  and  Si^  received  Instruction  regarding  responding  to  *'who- 
dofng*'  questions  with  the  1st  person  singular  subject  pronoun  and  the 
present  progressive  verbs  In  Set  f.     It  can  be  discerned  from  Table  I 
that  criterion  performance  was  reached  after  ^,  6,  4,  and  5  teaching 
trials  respectively. 

After  Ss  reached  criterion  on  Set  I,  baseline  measures  of  Sets  I 
and  M  were  again  obtained.    Ss  maintained  correct  responding  to  Set  i 
and  made  a  remarkable  3  of  3  correct  responses  to  the  questions  in  Set 
11 •     In  other  words,  all  4  Ss  attained  criterion  performance  on  Set  it 
without  direct  instruction. 

Because  of  correct  responding  on  Set  11,  Instruction  was  unnecessary. 
The  factors  that  account  for  Improved  performance  on  Set  11  without 
teaching  cannot  be  determined.    However,  it  appears  that  Ss  acquired 
skills  related  to  generalizing  responses  to  **who-dol ng**  questions  using 
the  1st  person  singular  subject  pronoun  across  different  actions. 

It  should  be  noted  that  none  of  the  S^s  in  Group  A  responded  with 
Incomplete  sentences  to  the  questions  asked  in  Phases  VI -X.  Errors 
occurred  only  in  Ss  using  proper  names  instead  of  pronouns,  selecting 
the  wrong  pronouns,  or  labeling  the  actions  Incorrectly.     It  appeared 
that  requiring  Ss  to  imitate  three  word  verbal  responses  In  Phase  I 
facilitated  the  production  of  those  responses  in  Phases  Vl-X. 

Phase  Vll 

In  baseline  trials  of  Phase  Vll,  S j  ,  $2,  Sj,  and  S/^  made  0  of  a 
possible  3  correct  responses  to  the  questions  in  Sets  I  and  M 
respect  i  vely . 

• 

?.| »  ^2*  -3'  *'^^'^^ved  Instruction  regarding  responding  to 

*'who-dolng"  questions  with  t^e  2nd  person  singular  subject  pronoun  and 
the  present  progressive  verbs  in  Set  I.    Teaching  was  unnecessary  for 
S,   (except  for  cohsequat ion)  In  that  Sj  reached  criterion  on  Set  I 
after  3  reaching  trials.    As  can  be  dSctrned  from  Table  !,  §2,  S^, 
ard  'Ji^  reached  criterion  afte*-  7i  ^1  and  k  teaching  trials  respectively. 
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After  Ss  reached  criterion  on  Set  t,  baseline  measures  of  Sets  f 
and  It  were  again  obtained.    Ss  maintained  correct  responding  to  Set  i 
and  made  3  of  3  correct  responses  to  the  questions  In  Set  M.    As  In 
Phase  Vl,  Ss  reached  criterion  on  Set  M  without  direct  instruction. 

Phase  VIII 

The  baseline  measures  of  Phase  VIM  were  obtained  after  Ss  reached 
criterion  on  Sets  I  and  11  in  Phase  VII.    It  can  be  dlscerned^^f rom  Table 
i  that  during  the  baseline  trials  of  Sets  I  and  11,  S  ] ,  S^,  and  Sj^  made 
no  incorrect  responses.    Thus,  it  was  verified  that  3  S s  could  respond 
correctly  to  *'who-doIng''  questions  with  the  1st  and  2nd  person  singular 
subject  pronouns  'M*'  and  ^'you**  and  present  progressive  verbs.    So,  how- 
ever, ay/eraged  k.Q  of  a  possible  6  correct  responses  In  Set  i  and  3.5 
of  a  possible  6  correct  responses  in  Set  11  respectively. 

Instruction  on  Set  i  was  initiated  with  S2  and  5  teaching  trials 
were  required  before  S2  ^"esched  criterion. 

In  rebaseline  trials,  S2  averaged  6  out  of  6  correct  responses  to 
the  questions  in  Sets  i  and  M.     In  other  words,  it  was  necessary  to 
teach  ^2       respond  appropriately  only  to  the  questions  in  Set  1. 

Phase  IX 

Baseline  measures  of  Phase  IX,  Part  3»  were  obtained  at  the  start 
of  the  program.    As  noted  earlier,  Ss  made  no  correct  responses  in  the 
baseline  trials  of  Part  3f  Sets  i  and  M.     it  was  deemed  unnecessary  to 
baseline  Parts  1  and  2  since  the  responses  required  in  Parts  1  and  2  were 
required  In  Part  3- 

In  Part  1,  Set  1 1  i|  t  S2»  S3»  and  S/^  were  taught  to  respond  to 

"who-doing"  questions  with  the  3rd  person  singular  subject  pronoun  ''he" 

and  present  progressive  verbs.  Each  S  attained  criterion  performance 
after  k  teaching  trials. 

After  ^s  reached  criterion  on  Part  1,  Set  I,  instruction  began  on 
Part  2,  Set  I.     In  Part  2  Ss  were  taught  to  respond  to  "who-doing** 
questions  with  the  3rd  person  singular  subject  pronoun  ''she*'  and 
present  progressive  verbs.    Only  3  teaching  trials  were  required 
before  S j ,  S2f  and  S3  reached  criterion  performance.    Si^  achieved 
criterion  after  S  teaching  trials. 

After  Ss  reached  criterion  on  Set  I  of  Parts  1  and  2,  baseline 
measures  of  Pert  3f  Sets  i  and  M,  were  obtained.    The  number  of 
correct  responses  increased  from  0  of  a  possible  12  for  each  S  In 
trials  1  and  2  to  12  of  12  in  Sets  I  and  ii  for  S| ,  S2»  and  S3.  Thus, 
it  was  verified  that  S | ,        and  S3  could  respond  correctly  to  "who- 
doing"  questions  with  the  3rd  person  singular  subject  pronouns  "he" 
and  "she"  and  present  progressive  verbs.    S/^,  however,  averaged  7.5 
of  a  possible  12  correct  respor  ses  In  Set  I  and  5.5  of  a  possible  12 
correct  responses  In  Set  11.    instruction  was  Initiated  with  Sj^  and  a 
total  of  k  teaching  trials  were  required  before  S^  achieved  criterion 
on  Set  I . 
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In  the  final  rebaseline  trials,  criterion  responding  was  maintained 
by  $1^  In  response  to  the  questions  In  both  Sets  I  and  (i  of  Part  3.  In 
other  words,  Sl^  reached  criterion  on  Set  M  without  direct  Instruction. 

Phcise  X 

Phase  X  combined  all  of  the  skills  required  In  Phases  I -IX,  Base- 
line measures  of  Phase  X  were  not  obtained  until  Ss  reached  criterion 
in  Phase  IX,  Part  3.    As  can  be  discerned  from  Table  I,  Ss  responded 
correctly  to  all  12  action  and  verbal  cues  In  Sets  I  and^l I  respectively. 

Thus,  It  was  established  that  Group  A  could  respond  to  selected 
**who-dol ng*'  questions  with  the  1st,  2nd,  and  3rd  person  singular  subject 
pronouns  ^'1,**  **he/*  and  **she'*  and  present  progressive  verbs. 


Group  B 

S^s  5f  6,  7f  and  8  (Group  B)  advanced  through  the  program  by  attaining 
a  defined  criterion  performance  on  each  part  of  each  phase.    As  with  Group 
A,  two  different  criterion  levels  were  established.    During  baseline 
trials,  criterion  performance  was  defined  as  two  consecutive  errorl<^ss 
trials  on  any  part  of  any  phase.    During  teaching  trials,  criterion  per- 
formance was  defined  as  three  consecutive  errorless  trials  on  any  part 
of  any  phase. 

Basel Ine  measures 

Prior  to  Instruction  on  the  tasks  required  In  Phaser  l-X,  baseline 
measures  of  each  S*s  ability  to  perform  the  tasks  required  in  Phases  VI, 
VII,  and  IX  were  obtained.    Neither  S5,  S5,  S7,  nor  S3  made  a  correct 
response  during  the  Initial  baseline  trials  or  Phases  VI,  VII,  and  IX. 
In  other  words,  Ss  did  not  answer  the  "who-dolng"  questions  correctly 
with  *M      'V^u,**  **he,**  or  '^she**  and  correct  present  progressive  verbs. 

Table  II  depicts  the  number  of  teaching  trials  each  S  required  to 
attain  criterion  performance  In  Phases  I  through  X.     It  should  be 
noted  that  Ss  performed  at  criterion  on  sel'jcted  parts  during  baseline 
trials,  making  instruction  on  those  parts  unnecessary. 

Phase  t 

It  ctin  be  discerned  from  Table  M  that  during  the  baseline  trials 
of  Parts  1,  2,  and  3f  it  was  verified  that  Group  B  could  Imitate  the 
required  one  and  two  word  verbal  responses.    Since  Ss  responded  correctly 
to  the  cues  used  in  Parts  1  and  ?,   instruction  was  unnecessary.     In  the 
baseline  trials  of  Part  3f  each  S  could  make  from  0  to  6  correct  re- 
sponses to  the  cues  In  Sets  l-!V.    Ss  5,  6,  7,  and  8  averaged  6,  6,  5.5f 
and  3.0  correct  responses  In  Set  I;  ^.5f  6,  3.0,  and  3.0  correct  responses 
in  Set  li;  2.5.  5.5,  '♦.5.  and  ?.0  correct  responses  in  Set  III;  and  if.O, 
6,  3.5,  and  1.5  corrf»..t  re^.)onses  in  Set  IV  respectively.    As  can  be 
discornoil  from  tlu    j.jselin.'  measures,  the  teaching  of  Sets  I,   II,  and 
IV  In  Part  3  was  unnecessary  for  S^. 
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£5.  Sy,  and  were  taught  to  Imitate  the  6  three  word  verbal  re- 
sponses containing  the  pronoun  "I"  In  Part  3,  Set  I .  S5  attained  crl- 
verlon  performance  after  6  teaching  trials,  while  S7  and  S3  required  8 
teaching  trials. 

S5,  Sy,  and  S3  achieved  criterion  Imitating  the  6  three  word  verbal 
responses  containing  the  pronoun  "you"  In  Part  3,  Set  il,  after  7,  9, 
and  6  neaching  trials  respectively. 

iS»  56 »  h'        §5  w®**®  taught  to  Imitate  the  6  three  word  verbal 
responses  containing  the  pronoun  "he"  In  Part  3,  Set  III.  Criterion 
performance  was  attained  after  5,  ^,  5,  and  5  teaching  trials  respectlvel 
\ 

S5,  S7,  and  Sg  were  taught  to  Imitate  the  6  three  word  verbal  re- 
sponses containing  the  pronoun  "she"  In  Part  3.  Set  IV.    Criterion  per- 
formance was  attained  after  6,  5,  and  5  teaching  trials  respectively. 

After  Ss  completed  Instruction  on  Part  3,  Set  IV,  baseline  measures 
were  again  obtained  of  Ss'  responses  to  the  cues  In  Sets  l-IV  on  two 
occasions.    Group  B  maintained  criterion  responding  to  the  cues  In  all 
k  sets. 

Phase  H 

As  can  be  discerned  from  Table  il.  Group  B  made  no  Incorrect  re- 
sponses in  the  baseline  trials  of  Parts  1  and  2.    Thus,  It  was  verified 
that  Ss  could  perform  the  selected  actions  In  response  to  verbal  cues 
In  Part  1  and  visually  discriminate  those  actions  In  Part  2.  However, 
S6  was  the  only  S  who  responded  correctly  to  the  cues  In  Part  3  In  two 
baseline  trials.*"  S5,  Sy,  and  Sg  averaged  5.5,  5.5,  and  .5  of  a  possible 
6  correct  responses  respectively. 

S5,  S7,  and  Sg  were  taught  to  label  6  actions  using  the  present 
progressive  verb  form.    Criterion  performance  was  attained  after  3,  3, 
and  k  teaching  trials  respectively. 

Phase  lit 

During  the  two  baseline  trials  of  Parts  1,  2,  3,  and  4,  Group  B 
responded  correctly  to  the  cues  in  all  k  parts.    Thus,  it  was  verified 
that  Ss  could  visually  discriminate  by  touching:    themselves  In  Part  1; 
T  in  Part  2;  their  classmates  In  Part  3;  and  all  of  the  above  in  Part 
k  In  response  to  name  cues.    Since  no  incorrect  responses  were  made  in 
the  baseline  trials,  instruction  was  unnecessary. 

Phase  iV 

In  the  baseline  trials  '^f  Parts  1,  2,  and  3,  no  S  manifested  ci- 
terlon  performance.     In  Parts  1  and  2,  each  S  could  make  from  0  to  2 
correct  responses.    Ss  5,  6,  7,  and  8  averaged  1.0,  1.5,  1.0,  and  0 
correct  responses  In  Part  1  c>nd  0,  .5,  .5,  and  1.5  correct  responses 
in  Part  2  respectively.    In  Part  3  each  S  could  mal<e  from  0  to  4 
correct  responses.    Ss  5,  6,  7,  and  8  averaged  2.0,  1.0,  1.5,  and  1.5 
correct  responses  respectively  to  the  cues  In  Part  3. 
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In  Part  1  S5  was  taught  to  ••Touch  a  he"  and  attained  criterion  per- 
formance after  only  3  teaching  trio's.    S5  made  no  Incorrect  responses 
after  the  baseline  trials.    It  appeared  that  observing  T  teach  the  correct 
response  to  another  S  was  sufficient  to  Induce  correct  responding  when  the 
cue  "Touch  a  he"  was  presented.    Sq,  S^'        Iq  required  more  teaching 
trials  In  order  to  reach  criterion  performance  (4,  5f  and  4  trials 
respect  I VGly). 

In  Part  2  Ss  were  taught  to  visually  discriminate  a  female  class- 
mate in  response  to  the  cue  '•Touch  a  she.*'    As  can  be  discerned  from 
Table  1 1  ♦  S 5  and  $3  reached  criterion  performance  after  3  teaching  trials. 
For  these  Ss,  it  appeared  that  acquiring  the  skills  necessary  io  touch  a 
••he*'  facilitated  the  performance  of  the  skills  necessary  to  touch  a  '*she." 

and  Sy  required  more  teaching  trials  In  order  to  reach  criterion  per- 
formance {5  and  8  trials  respectively). 

In  Part  3  the  cues  '•Touch  a  he"  and  "Touch  a  she"  were  alternately 
presented.    ^5  and       responded  correctly  to  the  cues  when  they  were 
alternated.    However,  5  and  k  teaching  trials  rerpectlvely  were  necessary 
to  teach  S7  and  Sg  to  visually  discriminate  male  and  female  classmates 
when  the  cues  "Touch  a  he^'  and  "Touch  a  she"  were  presented  in  an 
alternating  manner. 

Phase  V 

Group  B  made  no  Ihcorrect  responses  In  the  baseline  trials  of  Parts 
1  through  7-    Thus,  It  was  verified  that  Ss  could  make  proper  name  re- 
sponses to  •'who^'  questions  containing  1st,  2nd,  and  3rd  person  singular 
subject  pronouns.    Since  Ss  responded  correctly  to  the  cues  used  In  Parts 
1  through  7  In  two  consecutive  baseHne  trials.  Instruction  was  unnecessary. 

Phase  Vi 

Baseline  measures  of  Phases  Vi,  VII,  and  IX  were  obtained  at  the 
start  of  the  program.    As  noted  earlier.  Group  B  made  no  correct  re- 
sponses in  the  baseline  trials  of  Phast^  VI,  Sets  1  and  M. 

S5,  S5,  Sy,  and  S3  received  instruction  regarding  responding  to 
"who-doing"  questions  with  the  1st  person  singular  subject  pronoun  and 
the  present  progressive  verbs  in  Set  I.     It  can  be  discerned  from  Table 
It  that  criterion  performance  was  reached  after  St  St  6,  and  5  teaching 
trials  respectively. 

After  S^s  reached  criterion  on  Set  i,  baseline  measures  of  Sets  I 
cind  II  were  again  obtained.    Ss  maintained  correct  responding  to  Set  i 
and  made  a  remarkable  3  of  3  correct  responses  to  the  questions  in  Set 
11.     in  other  words,  all  4  S s  attained  criterion  performance  on  Set  il 
without  direct  Instruction. 

Because  of  correct  responding  on  Set  it.  Instruction  was  unnecessary. 
The  factors  that  account  for  improved  performance  on  Set  11  without  teach- 
ing cannot  be  determined.    However,  It  appears  that  like  Group  A,  Group  B 
acquired  skills  related  to  generalizing  responses  to  "who-dclng"  questions 
using  the  Ist  person  singular  subject  pronoun  across  different  actions. 
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It  should  be  noted  that  Group  B  responded  with  only  complete 
sentences  to  the  questions  asked  In  Phases  Vl-X.    :.  appears  that  re- 
quiring Ss  to  Imitate  three  word  verbal  responses  in  Phase  I  facilitated 
the  production  of  those  responses  In  Phases  Vl-X. 

Phase  VI { 

In  baseline  trials  of  Phase  Vll,  S5,  S5,  Sy,  and       made  0  of  a 
possible  3  correct  responses  to  the  questions  In  Sets  I  and  ii  re- 
spectivelv.    S5,  S^,  Sy,  and       received  instruction  regarding  responding 
to  "who-doing"  questions  with  the  2nd  person  singular  pronoun  and  the 
present  progressive  verbs  In  Set  i.    As  can  be  discerned  from  Table  ii, 
S5,  S^,  Sy,  and  So  reached  criterion  after  4,  6,  6,  and  't  teaching 
trials  respectively. 

After  Ss  reached  criterion  on  Set  I,  baseline  measures  of  Sets  l 
and  II  were  again  obtained.    Ss  maintained  correct  responding  to  Set  i 
and  made  3  of  3  correct  responses  to  the  questions  in  Set  It.    As  in 
Phase  VI,  Ss  reached  criterion  on  Set  11  without  direct  instruction. 

Phase  VI n 

The  baseline  measures  of  Phase  VI 1 1  were  obtained  after  Ss  reached 
criterion  on  Sets  I  and  il  in  Phase  Vll.    It  can  be  discerned  from  Table 
II  that  during  the  baseline  trials  of  Sets  I  and  i i ,  §5  made  no  incorrect 
resoonses.    Thus,  It  -.as  verified  that  S5  could  respond  correctly  to 
"wh*- -doing"  questions  with  the  1st  and  2nd  person  singular  subject  pro- 
nouns "I"  and  "you"  and  present  progressive  verbs.    S^,  Sy,  and  S3, 
however,  averaged  5.5,  3.0,  and  3.0  of  a  possible  6  correct  responses 
In  Set  I  and  4.5,  5.5.  and  3.0  of  a  possible  6  correct  responses  In 
Set  II  respectively. 

Instruction  on  Set  I  was  initiated  with  S5  and  k  teaching  trials 
were  required  before  S^  reached  criterion.    Sy  and  Sg  reached  criterion 
performance  after  5  and  7  trials  respectively. 

In  rebaseline  trials,  S^,  Sy,  and  Sg  averaged  6  out  of  6  correct 
responses  tc  the  questions  in  Sets  I  and  II.    In  other  words,  it  was 
necessary  to  teach  S^,  Sy,  and  Sg  to  respond  appropriately  only  to  the 
questions  in  Set  t . 

Phase  IX 

Baseline  measures  of  Phase  IX,  Part  3,  were  obtained  at  the  start 
of  the  program.    As  noted  earlier,  Ss  made  no  correct  responses  in  the 
baseline  trials  of  Part  3,  Sets  I  and  1 1 .     it  was  deemed  unnecessary  to 
baseline  Parts  1  and  2  since  the  responses  required  in  Parts  1  and  2  were 
required  in  Part  3. 

In  Part  1,  Set  l,  Sc,  Sg,  Sy,  and  Sg  were  taught  to  respond  to 
"who-doing"  questions  with  the  3rd  person  singular  subject  pronoun  "he" 
and  present  progressive  verbs.    Each  S  attained  criterion  performance 
after  k  teaching  trials. 
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After  Ss  reached  criterion  on  Part  1,  Set  i,  Instruction  began  on 
Part  2,  Set""l.     In  Part  2  Ss  were  taught  to  respond  to  •»who-dolng*« 
questions  with  the  3i  d  per¥on  singular  si  bjent  pronoun  ''she"  and 
present  progressive  verbs.    Only  3  teaching  trials  were  required 
before  S5  reached  criterion  performance.    Sg,  Sy,  and  achieved 
criterion  after  ^4,  4,  and  S  teaching  trials  respectively. 

After  Ss  reached  criterion  on  Set  I  of  Parts  1  and  2,  baseline 
measures  of  Part  3$  Sets  I  and  it  were  obtained.    The  number  of  correct 
res:»onses  Increased  from  0  of  a  possible  12  for  each  S  in  trial 1  and 
2  to  12  of  12  in  Sets  I  and  1 1  for  Sg,  S5,  and  Sy.    Thus,  It  was  verified 
that  S5,  S^,  and  Sy  could  respond  correctly  to  '*who-dolng'*  questions  with 
the  3rd  person  singular  subject  pronouns  "he"  and  "she"  and  present  nro- 
gresslve  verbs.    S3,  however,  averaged  6  of  a  po     ble  12  correc*:  re- 
sponses in  Sets  I  and  il.    S3  responded  to  all  the  cues  In  Part  3  with 
the  pronoun  "she",  whether  a  male  or  female  classmate  had  performed  the 
action.    In  this  and  other  Instances  when  responses  taught  separately 
were  combined,  S3  tended  to  respond  with  the  most  recently  learned  re- 
sponses.    In  this  case,  those  were  the  responses  containing  the  pronoun 
"she"  and  present  progressive  verbs,    instruction  was  Initiated  with  S3 
and  a  total  of     teaching  trials  were  required  before  S3  achieved  cri- 
terion on  Set  i . 

in  the  final  rebasellne  trials,  criterion  responding  was  maintained 
by  S3  In  response  to  the  questions  In  both  Sets  i  and  it  of  Part  3«  In 
other  words,  S3  reached  criterion  on  Set  If  without  direct  Instruction. 

Phase  X 

Phase  X  combined  all  of  the  sicllls  required  in  Phases  t-tX.  Base- 
line measures  of  Phase  X  were  not  obtained  until  Ss  reached  criterion  In 
Phase  IX,  Part  3.    As  can  be  discerned  from  Table  i i t  S c  responded 
correctly  to  all  12  action  and  verbal  cues  In  Sets  t  and  it  respectively. 
S5,  Sy,  and  So,  however,  averaged  only  8.5»  6,  and  6  correct  responses 
In  Set  I  and  S,  6,  and  6  correct  responses  In  Set  it  respectively.  As 
in  Phase  tX,  Ss  f;eemed  to  be  responding  with  the  most  recently  learned 
responses  ("he"  and  "she"). 

Sy,  and  S3  were  taught  to  respond  to  "who-doing*-  questions  with 
1st,  2nd,  and  3rd  person  singular  subject  pronouns  and  the  present  pro- 
gressive verbs  in  Set  t.    Criterion  performance  was  reached  after  3»  6, 
and  4  teaching  trials  respectively. 

When  Group  B  reached  criterion  on  Set  i,  baseline  measures  of  Sets 
i  and  ti  were  again  obtained.    Ss  maintained  correct  responding  to  Set  i 
and  made  12  of  a  possible  12  correct  responses  to  the  questions  In  Set  it. 

Thus,  it  was  established  that  Group  3  could  respond  to  selected 
"who-doing"  questions  with  the  1st,  2nd, and  3rd  person  singular  subject 
pronouns  "I,"  "you,"  "he,"  and  "she"  and  present  .progressive  verbs. 
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Discussion 


The  performance  of  the  students  In  Groups  A  and  B  as  reported  above 
strongly  suggests  that  the  two  major  objectives  of  the  program  were 
realized  In'that:    (a)  the  students  responded  correctly  to  the  "who" 
questions  presented;  and  (b)  they  used  semantlcally  and  syntactically 
acceptable  first,  second,  and  third  person  singular  pronoun  responses. 

While  the  skills  acquired  certainly  do  not  solve  all  the  develop- 
mental communication  problems  of  the  students,  they  do  provide  them 
access  to  communication  vehicles  heretofore  unavailable.    That  Is,  they 
now  have  a  reasonable  probability  of  understanding  pronouns  presented 
in  reading  material  and  have  a  higher  probability  of  social  acceptance 
in  that  vheir  speech  patterns  are  more  similar  to  their  non-handicapped 
age  peers. 

in  addition  to  the  empirical  data  presented  above,  there  were 
other  notable  changes  In  the  communication  repertoires  of  the  students. 
While  observations  of  these  changes  can  only  be  considered  anecdotal, 
they  are  nevertheless  worthy  of  presentation  here.    First,  It  appeared 
that  longer  verbal  response  chains  were  emitted  by  the  students  as  they 
progressed  through  the  final  phases.    For  example,  students  frequently 
answered  "who-doing"  questions  with  responses  such  as:    "She  Is  reading 
a  book.";  "He  is  cutting  paper  with  a  scissors."    These  responses  are  In 
marked  contrast  to  the  single  word  responses  typically  observed  prior  to 
the  program. 

Second,  the  students  often  gsnerallzed  pronouns  appropriately 
across  classroom  activities.    For  example,  during  the  baseline  trials 
of  another  program  concerned  with  the  development  of  preposition  usage 
skills,  the  teacher  asked  each  student  where  he  or  she  was  standing. 
Several  students  reported  their  positions  by  saying,  "I  am  standing  In 
front  of  Marge." 

Third,  It  appeared  that  some  degree  of  generalization  also  occurred 
in  the  student's  ability  to  visually  discriminate  males  and  females. 
After  the  students  had  reached  criterion  In  Phase  IV  using  male  and 
female  classmates,  the  teacher  used  herself,  the  student  teacher,  and 
the  principal  In  various  male-female  combinations.    All  of  the  students 
responded  correctly  to  the  cues  "Touch  a  he"  and  "Touch  a  she"  the  first 
time  they  were  requested  to  do  so. 

In  as  much  as  the  students  are  in  need  of  other  communication  skills. 
It  seems  that  the  teacher  can  now  entertain  several  programmatic  options 
which  include:    requiring  longer,  more  embellished  responses;  lequlrlng 
responses  to  "who"  questions  using  other  verbs  and  a  different  teacher; 
developing  similar  responses  using  the  pronouns  "It,"  "we,"  and  "they"; 
and  developing  similar  responses  to  other  "wh"  question  forms. 

Finally,  now  that  the  skills  taught  here  ha^e  been  developed  In 
oral  communication  situations,  they  will  be  applied  to  reading  materials 
In  some  of  the  foMowIng  ways: 
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1.  irudents  will  be  asked  to^ answer  *'who*'  questions  about  pictures 
of  characters  In  their  reading  books. 

2.  Students  will  be  asked  to  read  a  sentence  (e.g.,  He  is  standing, 
and  select  the  picture  that  Illustrates  It. 

3.  Students  will  be  asked  to  read  a  story  and  answer  ''who-doing'* 
questions  about  the  characters. 


Addendum 

An  attempt  was  made  to  Investigate  whether  the  skills  acquired 
would  be  performed  during  other  classroom  activities  In  response  to 
••who-doing**  questions  other  than  those  taught.    Four  activities  were 
chosen  (reading,  math,  printing,  and  self-help)  and  two  questions  were 
asked  during  each  activity  (e.g.,  **Who  Is  tying  the  shoe?'*;  ''Who  Is 
counting  the  pennies?'*).  "  Either  the  teacher,  the  student  himself,  or 
a  male  or  female  classmate  performed  an  action.    The  student  was  then 
asked  a  ^'who«*doing'*  question  and  his/her  response  was  recorded  by  the 
teache.  without  indicating  accuracy.    All  four  of  the  students  in  Group 
A  responded  correctly  to  both  questions  In  each  of  the  four  activities 
the  first  time  they  were  requested  to  do  so. 

Thus,  it  would  appear  that  If  environmental  demands  are  made  on 
the  students  that  require  them  to  use  pronouns  In  answer  to  ^'who'' 
questions,  they  are  capable  of  meeting  such  demands.  Unfortunately, 
the  school  year  ended  before  this  program  supplement  could  be  Initiated 
with  Group  B. 
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Appendix  A 
Student  1 

i»  History 

A.  Sex:  Female 

B.  C.A.  as  of  September  1973:    10  years  5  months 

C.  l.d. :    53  (Binet)         M.A.:    5  years  5  months 

0.    Level  of  retardation  (AAMD):    "Moderately  retarded."    "Upper  limits 
of  trainable  range." 

E     Medical  Diagnosis:    "Severe  vi sion  problem  which  definitely  interferes 
with  her  ability  to  progress  in  school",  "very  high  myopia",  poor 
muscle  coordination. 

F.    Psychological  Descriptors:    Generally  well-behaved,  "somewhat  hyper- 
active", "excessive  movement  but  controllable",  squintlr.g. 

6.    Placement  History: 

1.  Natural  home:    Since  birth. 

2.  Day  Care  Center:    Kiddie  Camp,  Madison,  Wl.  -  to  1969 
(Year  of  entry  to  Kiddle  Camp  not  given) 

3.  Public  School:    Sunnyside,  Madison,  VI.  -  1969-1971 

Glenn  Stephens,  Madison,  Wl.  -  Since  September  1971 

1 1 .    Initial  Maladaptive  Classroom  Behaviors: 

She  grabbed  any  item  that  was  wi.hln  her  reach,  and  also  exhibited  excessive 
Wherreprimandcd  or  when  she  became  frustrated,  she  would  slap  another  child. 
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Student  2 


I .  History 

A.  Sex:  Female 

B.  C.A.  as  of  September  1973:    8  years  5  months 

C.  I.Q. :    51  (Binet)       M.A. :    4  years  8  months 

D.  Level  of  retardation  (AAMD)*    "Moderately  retarded." 

E.  Medical  Diagnosis:  "Mongoloid." 

F.  Psychological  Descriptors:    "Hyperactive",  "would  not  attend". 

G.  Placement  History: 

1.  Natural  home:    Since  birth. 

2.  Day  Care  Center:    Kiddie  Camp,  Madison:  Wl.  -  1368-1969  and  June- 
July,  1970.    Montessori  Child's  House,  Madison,  Wl.  -  1969-February 
1971. 

3.  Public  School:    Badger,  Madison,  Wl.  -  February- June  1971. 
Glenn  Stephens,  Madison,  Wl.  -  Since  September  1971. 


1 1 .    Initial  Maladaptive  Classroom  Behaviors: 
She  was  stubborn  and  inattentive  at  times. 

Her  tongue  frequently  hung  out  of  her  mouth  and  she  often  made  inappro- 
priate noises. 
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Student  3 


I.  History 

A.  Sex:  Male 

B.  C.A.  as  of  September  1973:    8  years  7  months 

C.  l.Q. :    5^  (Binet)       M.A. :    k  years  7  months 

0.    Level  of  retardation  (AAMD)-    "Moderately  retarded." 

E.  Medical  Diagnosis:    "Mongoloid";  had  surgery  on  both  knees  in  1970. 

F.  Psychological  Descriptors:    "Hyperactive,"  "aggressive,"  needs 
structured  situation,  continually  testing,  adjusts  slowly  to  new 
people. 

G.  Placement  History: 

1.  Natural  home:    Birth  to  2  years. 

2.  Foster  home:    Since  2  years  old. 

3.  Day  Care  Center:    Kiddle  Camp,  Madison,  Wi.  -  1968-1969. 
^.    Public  School:    Lapham,  Madison,  Wl.  -  1969-1970. 

BaJger,  Madison,  Wl.  -  1970-1972. 

Glenn  Stephens,  Madison,  Wl.  -  Since  September  1972. 


1 1 .    initial  Maladaptive  Classroom  Behaviors: 

He  pulled  hair,  did  not  follow  directions  to  clean  up  toys,  and  giggled 
inappropriately  when  in  a  group  with  someone  who  couldn't  handle  him. 
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Student  k 

I.  History 

A.  Sex'  Male 

B.  C.A.  as  of  September  1973:    7  years  7  months 

C.  I.Q.. ;    ^6  (Blnet)       M.A.:    3  years  11  months 

0.    Level  of  retardation  (AAMD):    ''Moderately  retarded.'* 

E.  Medical  Diagnosis:    None  listed  in  records. 

F.  Psychological  Descriptors:  *'Hyoeract Ive,  but  controllable,"  ''easily 
iistractlble,"  "nonsense  verbalization  at  tines,"  "language  develop- 
ment problem,"  non-compliant  behaviors,  cries  frequently. 

G.  Placement  History: 

1.  Natural  home:    Since  birth. 

2.  Day  Care  Center     Kiddle  Camp,  Madison,  Wl.  -  1969-1971. 

3.  Public  School:    Glenn  Stephens,  Madison,  Wi.  -  Since  September  1971. 

1 1 .    Initial  Maladaptive  Classroom  Behaviors- 

He  cried  easily,  refused  to  follcw  directions,  bothered  other  children,  and 
was  easi ly  upset. 
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Student  5 


I.  Htstory 

A.  Ssx:  Female 

B.  C.A.  as  of  September  1973:    8  years  8  months 

C.  I.Q. :    44  (Binet)       M.A. :    4  years  2  months 

0.    Level  of  retardation  (AAMO):    "Moderately  retarded." 

E.  Medical  Diagnosis:    "Down's  Syndrome." 

F.  Psychological  Descriptors:    "Stubborn,  aggressive  tendencies,"  "non- 
compliant,"  behavior  Inconsistent. 

G.  Placement  History: 

1.  Natural  home:    Since  birth. 

2.  Day  Care  Center:    Day  Training  Center,  Kalamazoo,  Ml.  -  1968-1969. 

3.  Public  School:    John  F.  Kennedy  School,  Kalamazoo,  Ml.  -  1969-1970. 
Sunnyslde,  Madison,  Wl.  -  1970-1971. 

Badger,  Madison, Wl.  -  1971-1972. 

Glenn  Stephens,  Madison,  Wl.  -  Since  September  1972. 


1 1 .    initial  Maladaptive  Classroom  Behaviors: 

She  bothered  other  children,  did  not  work  consistently,  and  had  difficulty 
playing  appropriately  with  other  children.    She  was  bossy,  ordered  others 
around,  and  sought  adult  attention,  at  times  Inappropriately. 
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Student  6 


I.  History 

A.  Sex:  Female 

B.  C.A.  as  of  September  1973t    8  years 

C.  I.Q. :    52  (Blnet)       M.A. :    k  years  k  months 

0.    Level  of  retardation  (AAMD):    "ftoderately  retarded.'* 

£•    Medical  Diagnosis:    ''htongolold/'  frequent  middle  ear  Infections. 

F.    Psychological  Descriptors:    "Short  attention  span.*' 

6.    Placement  History: 

1.  Natural  home:    Since  birth. 

2.  Day  Care  Center:    MARC  Nursery  Program,  Madison,  Wi.  -  (Dates  not 
given).    Kiddle  Camp,  Madison,  Wi.  -  To  June  1971  (Date  of  entry 
to  Kiddle  Camp  not  given). 

3.  Public  School:    Badger,  Madison,  WI.  -  1971-1972. 
Glenn  Stephens,  Madison,  Wi.  -  Since  September  1972. 


1 1 .    initial  MalaJaptive  Classroom  Behaviors: 

She  imitated  the  Inappropriate  behaviors  of  her  peers,  like  giving  orders 
and  using  inappropriate  language.    She  put  her  hands  In  her  mouth  frequently 
and  liked  to  touch  the  teacher's  hair. 
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Student  7 


I .  History 

A.  Sex:  Male 

B.  C.A.  as  of  September  1973:    6  years  10  months 

C.  I.Q. :    56  (BInet)       M.A.:    4  years  5  months 

D.  Level  of  retardation  (AAMD):    "Moderately  retarded." 

E.  Medical  Diagnosis:    "Down's  Syndrome/'  vision  problem  (alternating 
estropla)  corrected  by  strong  lenses  and  patches  alternating  on  eyes. 

F.  Psychological  Descriptors:    "MIschlevlous,"  "short  attention  span," 
"hyperactive,  easily  distracted,"  "severe  behavior  problem",  "echolal I c 
speech." 

G.  Placement  History: 

1.  Natural  home:    Since  birth. 

2.  Day  Care  Center:    MARC  Pre-school ,  Madison,  Wl.  -  June-September  1969. 
Kiddle  Camp,  Madison,  Wl.  -  1969-1971. 

3.  Public  School:    Badger,  Madison,  Wl.  -  1971-1972. 
Glenn  Stephens,  Madison,  Wl.  -  Since  September  1972. 


1 1 .    initial  Maladaptive  Classroom  Behaviors: 

He  tended  to  be  overstlmulated  and  had  many  stimulating  behaviors. 
He  also  spit  at  people  and  pulled  hair.    He  was  often  Inattentive; 
did  not  respond  to  classroom  directions  and  responded  Inappropriately 
at  times  with  verbal  outbursts. 
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Student  8 


I.  History 

A.  Sex-  Male 

B.  C.A.  as  of  September  1973:    11  years  11  months 

C.  f.Q.:    37  (Blnet)       M.A. :    3  years  8  months 

0.    Level  of  retardation  (AAMO):    "Severely  retarded." 

E.  Medical  Diagnosis:    "Mongoloid,"  orthopedic  Impairment  -  wears  short 
leg  braces. 

F.  Psychological  Descriptors:    "Temper  outbursts,  noncompl I  ant,"  disrupts 
group  activities,  "Inattentive,"  shows  off,  "verbalizations  Infrequent." 

6.    Placement  History: 

1.  Foster  home:    Since  September  1972. 

2.  Public  Institution:    Central  Colony,  Madison,  Wl.  -  To  September  1972. 
(Date  of  entry  to  Central  Colony  not  given) 

3.  Day  Care  Center:    Kiddle  Camp,  Madison,  Wl.  -  1969-1970. 

k.    Public  School:    Glenn  Stephens,  Madison,  Wl.  -  Since  September  1972. 


1 1 .    Initial  Maladaptive  Classroom  Behaviors: 

He  displayed  temper  outbursts  when  not  given  what  he  wanted;  frequently 
said  "No,"  and  had  trouble  quietly  waiting  his  turn.    His  speech  was  often 
difficulty  to  understand,  and  he  hit  himself  and  other  children. 
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Part  1 


Trial 


Name 


.you 


he 


she 


am 


are 


Is 


(Total ) 


ill  it 


1. 
2. 
3. 
A. 

Date 


Cue:    "Sp  say  '  I 

If  S  immediately  Imitates  the  verbal  model,  record  (+). 

If  S  Imitates  model  as  in  Step  2,  record  (M2). 

If  S  Imitates  model  as  In  Step  3,  record  (mO. 

If  S  does  not  Imitate  the  model  as  In  Step       record  (-). 


Name 


I  am 


Phase  I 
You  are  . 


Part  2  Trial 
He  Is  She  Ia 


(Total) 


Cue: 


say  ' I  am 


i  II 


1. 
2. 

3. 
k, 

5. 

Date 


f  S  Immediately  imitates  the  verbal  model,  record  (+). 
f  S  imitates  model  as  In  Step  2,  record  (M2).  ^  /m  \ 

f  S  imitates  model  after  components  are  modeled  in  Step  3,  record  {n^), 
f  S  imitates  model  with  partial  prompt  as  in  Step  4,  record  (P). 
f  S  does  not  imitate  model  as  In  Step  S,  record  (-). 


Phase  I 
Set  I 


Part  3 


Trial 


Name 


I  am        I  am 
standing,  wr.ving 


I  am  I  am  I  am 

cutting    .  combing  .  reading 


i  am 
zipping 


Cue:    "S|,  say  'I  am  standing 


I  II 


r.i-.     ««e      r-v  •Vr»i  ar*  'StanHlna'." 


(Total) 


Oate 

You  are     You  are 
Name      .  Standing,  waving 

Set  1 

You  are 
cutting 

1 

You  are 
,  combing 

You  are 
reading 

Trial 

You  are 
zipping 

c 

(Total; 
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Date 


Name 


  Set  III 

He  is        He  Is        He  is  He  is 

standing  ,  waving  ,  cutting    ,  combing 


He  is 
read » ng 


Trial  _ 

He  is 
zipping 


Cue:    "S I ,  say  'He  Is  standing 


(Total) 


i  II 


Date 


Set  IV  Trial 


Name 


She  is 
standing 


She  is 
waving 


She  is  She  is  She  Is  She  is 
cutting    ,  combing  ,  reading  ,  zipping 


] . 
2. 
3. 
k. 
5. 


Cue:    "S| ,  say  *She  Is  standing' 


(Total) 


II 


f  S  Immediately  Imitates  the  model,  record  (+) . 
f  S  imitates  the  model,  as  In  Step  2,  record  (M2)> 

f  S  imitates  the  model  after  the  components  are  modeled  in  Step  3>  record  (M^) 
f  S  Imitates  model  with  partial  prompt  as  In  Step  4,  record  (P). 
f  S  does  not  Imitate  the  model  in  Step  5,  record  (-). 


Date 


Phase  il 


Part  1 


Trial 


Name 


standing  ,  waving  ,  cutting    .  combing  .  reading  .  zipping 


(Total) 


Cue:    "Show  me 


II 


1.  If  S  immediately  follows  T's  verbal  cue,  record  (+) . 

2.  If  S  follows  verbal  cue  after  T  models  response  as  In  Step  2,  record  (M). 

3.  If  S  follows  verbal  cue  with  physical  guidance  from  T  as  in  Step  3»  record 

(P).  ■ 
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Date 


Phase  i I 


Part  2 


Trial 


Cue:    "Touch  someone 


it 


standing  -  waving 
standing  -  waving 
cutting  -  combing 
cutting  -  combing 
reading  -  zipping 
reading  -  zipping 


1 

1.  If  S  Immediately  follows  verbal  cue,  record  (+). 

2.  If  S  follows  cue  after  T  models  correct  response  as  In  Step  2,  record  (M). 

3.  If  S  follows  verbal  cue~wlth  physical  guidance  from  T  as  In  Step  3,  record 

(P)T 


Date 


Phase  II 


Part  3 


Trial 


Name 


standing  .  waving  ,  cutting    ,  combing  .  reading  .  zipping 


Cue:    "What  Is  S^  doing?" 


(Total) 


1.  If  S  Immediately  labels  action,  record  (+). 

2.  If  S  labels  action  after  modeled  by  T  as  In  Step  2,  record  (M). 

3.  If  S  labels  action  after  second  model  by  T  as  In  Step  3,  record  (M2). 
k.  If  S  does  not  label  action  as  In  Step  4,  record  (-). 
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Date 


Phase  lii 


Parts  I  &  2 


Trfals 


Name  ^1      .      ^2  ^^  \ 


Part  1:  Cue; 


"S. ,  touch  S  »' 
"Sg,  touch  Sg" 


Part  2:  Cue: 


"S, ,  touch  T" 
"Sg.  touch  T" 


1.  If  S  immediately  follows  verbal  cue,  record  (+). 

2.  If  S  follows  cue  after  T  models  correct  response  as  fn  Step  2,  record  (M). 

3.  if  S  follows  verbal  cue  with  physical  guidance  from  T  as  in  Step  3>  record 

(p)7 


Date 


Phase  III 


Part  3 


Trial 


Cue:    "Sp  touch  Sg"  (S^  and  S^) 


(Total) 


1. 

2. 
3. 


If  S  Immediately  follows  verbal  cue,  record  (+). 

If  S  follows  cue  after  T  models  correct  response  as  in  Step  2,  record  (m). 

If  S  follows  verbal  cue  with  physical  guidance  from  T  as  in  Step  3>  record 

(P)7 
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Oate 


Phase  Ml 


Name 


Part  k 
S. 


Trial 


Cue:    "Sp  touch  S^"  (Sg,  S ^ ,       and  T) 


(Total) 


1.  If  S  Immediately  follows  verbal  cue,  record  (+) . 

2.  If  S  follows  cue  after  T  models  correct  response  as  In  Step  2,  record  (M). 

3.  If  S  follows  verbal  cue  with  physical  guidance  from  T  as  In  Step  3.  record  (P) 


Date 


Males  (S^ ,  S^,  S^) 


Phase  !V 


Part  1 


Females  ($2.  S^,  S^) 


Trial 


Name 


Cue:    "Touch  a  he" 


(Total) 


1.  If  S  Immediately  follows  T's  verbal  cue,  record  (+) . 

2.  If  S  follows  verbal  cue  after  modeled  by  T  as  In  Step  2,  record  (M). 

3.  If  S  follows  T's  verbal  cue  with  physical  guidance  from  T  as  In  Step  3,  record 

(P). 


Date 


  Phase  IV  Part  2  Trial 

Males  (Sj,  S^,  S^)  Females  (Sg.  S^,  S^) 

-    -  "  ^3  ^^k  &  S^ 


5, 

to 

Cue:    "Touch  a  she." 


(Total) 


1.  If  S  Immediately  follows  verbal  cue,  record  (+) . 

2.  If  S  follows  verbal  cue  after  modeled  by  T  as  In  Step  2,  record  (M). 

3.  If  S  follows  verbal  cue  with  physical  guidance  from  T  as  In  Step  3i  record  (P). 


Ill 


Date 


Males  (Sp  S^,  S^) 


Phase  IV  Part  3 

Females  (Sg,  S^^,  Sg) 


Trial 


Cue:    "Touch  a  he;  Touch  a  she." 


[Total)  . 


1.  If  S  immediately  follows  verbal  cue,  record  (+). 

2.  If  S  follows  verbal  cue  after  modeled  by  T  as  In  Step  2,  record  (M). 

3.  If  S  follows  verbal  cue  with  physical  guidance  from  T  as  In  Step  3,  record  (P). 


Date 


Phase  V 


Part  1 


Cue:    "Who  am  I?" 


Trial  (s) 


1. 
2. 

3. 
k. 


Name 


if  S  immediately  follows  verbal  cue,  record  (+) . 

If  S  responds  to  verbal  cue  after  first  model  by  T  as  In  Step  2,  record  (Mj). 

If  S  responds  to  verbal  cue  after  second  jnodel  by  T  as  In  Step  3.  record  (M,) . 

If  S  does  not  respond  correctly  to  T's  verbal  cue  as  In  Step  ^,  record  (-).  -. 


Date 


Phase  V 


Part  2 


Cue:    "Who  are  you?" 


Trial  (s) 


1. 
2. 
3. 
k. 


Name 


If  3  Immediately  follows  verbal  cue,  record  (+). 

If  S  responds  to  verbal  cue  after  first  model  by  T  as  in  Step  2,  record  (M|). 

If  S  responds  to  verbal  cue  after  second  model  by  T  as  in  Step  3*  record  (M.) 

If  S  does  not  respond  correctly  to  T's  verbal  cue  as  In  Step  k,  record  (-). 
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Date 


Name 


_  Phase  V  P'^rt  3 

Cues:    "Who  am  I?;  Who  are  you?" 

T  Self 


Trfal 


(Total) 

1.  If  S  Irmiediately  follows  verbal  cue,  record  (+). 

2.  If  S  follows  verbal  cue  after  first  model  by  T  as  in  Step  2,  record 

3.  If  S  responds  to  verbal  cue  after  second  model  by  T  as  in  Step  3,  record  [t^^' ' 
k.    If  I  does  not  respond  correctly  to  T's  verbal  cue  as  In  Step       record  (-). 


Date 


Males  (S|,  S^,  S^) 


Phase  V  Part  4 

Cue:    "Who  Is  he?" 


Trial 


(Total) 


1.  If  S  immediately  follows  verbal  cue,  record  (+)•  j  /u  \ 

2.  If  S  follows  verbal  cue  after  first  model  by  I  as  in  Step  2,  record  ^"0. 

3  If  S  responds  to  verbal  cue  after  second  model  by  T  as  in  Step  3,  record  {t^^j 

k  If  S  does  not  respond  correctly  to  T's  verbal  cue  as  in  Step       record  {-) . 


Date 


1. 
2. 
3. 

ERIC 


Males  (S|,  S^,  S^) 


Phase  V  Part  5 

Cue:    "Who  is  she?" 
~emales  (Sj.  S^^,  S^) 


Trial 


Name 

s 

(Total ) 


If  S  immediately  respo.ids  to  verbal  cue,  record  (+).   

If  S  responds  to  verbal  cue  after  first  model  by  I  as  in  Step  2.  record  (Mi). 

If  S  responds  to  verbal  cue  after  second  model  by  I  as  In  Step  3.  record  (Mj) 

If  S  does  not  respond  correctly  to  T's  verbal  cue  as  in  Step       record  (-}. 
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Date 


Cues 


Males  (S^ ,  S^,  S^) 


Phase  V  Part  6 

"Who  fs  he?;  Who  Is  she?" 
Females  (Sg,  S^) 


Trial 


1. 

2. 
3. 
k. 

Date 


(Total) 

If  S  immediately  responds  to  verbal  cue,  record  (+). 

If  S  responds  to  verbal  cue  after  first  model  by  T  as  In  Step  ?,  record  (M]). 
responds  to  verbal  cue  after  second  model  by""T  as  In  Step  3.  record  (M.) 
does  not  respond  correctly  to  T's  vjsrbal  cue  as  In  Step  4,  record  (-). 


If 
If 


S 
S 


Phase  V 


Part  7 


Trial 


Cues:    "Who  am  I?;  Who  are 
Who  is  he?;  Who  Is 


you?; 
she?" 


X 

X 

X 

f'rr'  r" 

1.  If  S  immediately  responds  to  verbal  cue,  record  (+). 

2.  If  S,  responds  to  verbal  cue  after  first  model  by  T  as  In  Step  2,  record  (M|). 

3.  If  S  responds  to  verbal  cue  after  second  model  by  T  as  In  Step  3>  record  (M.), 
k.  If  S  does  not  respond  correctly  to  T's  verbal  cue  as  In  Step  4,  record  (-). 


Date 


Baseline  -  Phases  VI ,  VII,  tX 
Phase 


Trial 


Name 


Response  (1) 


Response  (2) 


Correct  response 
Cue:    "Who  is 


I. 
2. 

3. 


ERIC 


if  S  says  the  correct  response,  record  (+). 

\f  S  says  anything  else,  or  nothing,  record  (-)  and  write  response  under 
Response  (I). 

If  S  includes  proper  name  In  1st  response,  record  first  response  (1).  Ji 
say,  ''Say  It  another  way.'*    Record  2nd  response  under  Response  (2). 
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Date 


Phase 


Part 


Trial 


Name                 .                    1st  response 

1  record 

1 

r                "   ■ 

Correct  response 
Cue:    "Who  Is 


Step  1;    Correct  response:    **I  am 


(record  ♦) 


Step  2:    If  S  responds  correctly  to  the  cues  in  Step  2,  record  £*s  first 
response  and: 


(a) 

Proper  name  R 

*C2  (a)  

(correct  R  -  2nd  cue) 


(b) 

Incomplete  R 
(correct  R  -  2nd  cue) 


(c) 

Incorrect  R 


Step  3:    If  S  responds  correctly  to  the  cues  in  Step  3,  record  S*s  first 
response  and:  " 


Ml 


Ml 


Step  4:    If  £  responds  correctly  to  the  cues  in  Step  4 
(a  or  b)  record  £'s  first  response  and: 


M2 


M2 


M2 

If  £  does  not  imitate 
thenZnd  ipodel,  record: 

(-) 


Step  5:    If  S  does  not  imitate  the  2nd  model  as  in  Step  S  (a  or  b)  record  first 
response  and: 


(-) 


(-) 
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A.\  APPiUWJi  TOW.M'.l)  I'liViaOPINC.  Till:  CHART  STOP.Y  PI^AMTNC 
SKILLS  '^«-  '^rVIT.r.LY  llANDTCAPPrH  STWni'TS 


Ton  I  viiKS  ami  Diaiio  Tntrikiu 
University  of  V;isconsin  and  M.'uliscm  Public  Schools 


IntroJuction 

A  succcssjful  ncthoil  of  tcncliinp,  roadinn  to  trainable  nentally 
rotanlod  childrci.  is  tI»o  "chart  story"  aprroacli.    Its  ncrits  and 
cffeitivcness  have  boon  dociinontcd  by  Mun^lor  (]i>72)  and  Cartvrif.ht 

The  traditional  chart  story  approach  has  been  criticised 
because  direct  coriprchension  chocks  arc  difficult  to  obtain.  This 
proj'.ran  was  dcsip.ned  to  facilitate  those  checks.    V.c  initially 
tauf^ht  the  students  to  si^ht  rend  six  nouns,  six  adjectives,  md 
eijjht  verbs  in  isolation,  with  chocKs  for  corprehonsion.    After  the 
students  had  nastcred  the  words,  in  isolation  they  were  t.'ui.".ht  to 
utilise  then  in  one  of  six  suf Rested  chart  stories.    »Vc  nltnred 
the  traditional  chart  story  to  include  one  or  nore  directives  vhich 
allowed  conprehension  checLs  while  the  students  were  roadinp.  the 
story.    Tliis  proj'.ran  is  intended  as  an  initial  rcadinn  cxrerierce, 
and  it  is  hoped  that  it  will  facilitate  further  successful  readinr. 
experiences. 

4 

Method 

1.  Prosont  potcrinls. 

2.  Present  instructional  cuo. 

3.  Ucsi»onsc  to  cues 

:i.    If  S  rcspomls  correctly  -  reinforce. 

]».  responds  incorrectly  -  T  nodcls  correct  response  nnd 

repFats  instructional  cue.    If  S  apaiii  resi/oni\s  incorrectly, 
T  continues  tn  tkhIoI  and  or  i^rines  the  corr^*ct  response 
until  55  resiKmds  correctly. 

Definitions 

1.    ••odd  •  T  j^erforns  correct  rei;]*on>>e. 

J.    Prine  -  Y  physically  or  verbal  1)'  yuielrs  ^j^  th.rour.h  the  re«;ponse. 


This  paper  was  presented  in  partial  fulfillnent  o^  a  teachinr.  netluxls 
course  at  the  l.nivcrsity  nf  Wisconsin-•^^disor .    Clerical  and  distribution 
costs  related  to  tiiis  jiaper  were  j>rovided  in  part  hy  Grant  rO|:r-0-7o-()ir)? 
to  the  University  of  lasconslr*,  fron  liSOi:,  Rlil,  Division  of  Traininj! 
Proorans,  l.'ashinfjton,  \KC. 
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Measurenent 

1.  Delineate  potential  reinforcers  for  each  child, 

2.  Baseline  -  T  gives  cues  for  each  phase  of  a  p.ivou  program  (three 
consecutive'^prcsentntions) i  responses  are  recorded  but  no  indication 
as  to  the  accuracy  of  the  response  is  {^ven  S. 

Instructional  -  T  takes  responses  by  res]>onsc  neasurencnt  of 
responses. 

a,  correct  response  «  ♦ 

b.  incorrect  response  «  - 

c.  modeled  response  «  M 

d,  primed  response  «  P 

4.    Program  criterion. 

a.    100%  correct  responding  on  three  consecutive  trials. 

Prerequisite  Behaviors 

1.  imitative  skills 

2.  ability  to  soe^  hear^  and  articulate  sounds 

3.  attending 

4.  eye  contact 

Nouns 

Terminal  Objective;    V/lien  presented  with  each  noun  flashcard,  the 
student  will  verbally  label  the  noun  and  touch  the  corrcspondinR 
object  from  a  set  of  six. 

Phase  l!       will  touch  the  correct  object  from  a  set  of  six  i/hcn  riven 
the  verbal^cuc  "Touch 


Sets  G  Materials;    balloon^  Rlass  filloil  with  juice,  ajple,  j^ortable 
chalkboard  small  enough  to  set  on  the  table,  j^iece  of  white  chalk,  ball. 

Cue  Response 

T  ]) laces  six  objects  on  S  touches  balloon, 

the  table  in  front  of  S  ^ 
and  says  touch  baTloon." 

The  identical  procedure  is  utilized  with  all  tlie  materials. 

Phase  II;       will  verbally  label  each  noun  flashcarJ  displaying  a  noun 
from  Phase  T. 
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Sets  r<  Vatcrials;    2"  x  4"  flashcarcls  display in^  each  noun  from  Phase  I 
ill  nar.ic  narKer. 

Cite  llesponse 

T  holds  u]'  *»  fiashcanl  says  "balloon." 

Jisplayia;:  the  }>rintcu 
noun  "balloon,"  and  says, 
"l/hat  is  this  word?" 

'Y\xc  identical  procedure  is  used  with  the  rcnaininp,  fiashcards. 

Phase  III;    S  will  verbally  label  each  noun  flashcard  and  touch  the 
correspondinjf  object  fron  a  set  of  six. 

Sets     'latcrials;    Fiashcards  arid  objects  fropi  Phases  T  and  II  arc 
uti lised. 

Cue  P^esponse 

T  places  six  objects  in  says  "balloon." 

Front  of  S.    T  liolds  up 
flashcaru""di spiny inp,  the 
noun,  "balloon"  and  says 
"VHiat  in  this  word?" 

"Good,  touch  the  balloon."  touches  balloon. 

The  identical  procedure  is  used  with,  the  remaining  fiashcards  and  objects. 

Verbs 

Terninal  Objective;    blicn  j^resented  with  verb-noun  conbination  flasiicnrds 
the  student  will  verbally  label  the  verb-noun  conbination  and  perform 
the  stated  action. 

Phase  T:    (liven  a  verbal  cue  of  tlie  verb-noiui  forn  S^will  picl.  up  the 
correct  object  fron  a  set  of  four  ar.d  norforr.T  the  action  stated. 

Sots     '!aterials;    balloon,  apj^e,  ball,  ]»itC]ior  of  juice,  a  p.lass, 
chalK,  and  a  portable  chalkboard. 

^ot  I  -  liit  balloon  Sot  II  -  touch  balloon 
r  »t  apple  roll  ball 

bounce  ball  drinl  jnicr 

))our  jtiice  ilraw  on  chalkboard 

Cue  Pesponse 

T  ]»Iaccs  four  objects  in  front       S^  hits  balloon, 
of  S  and  says,  "Hit  balloon." 

Tlie  identical  procedure  is  used  v;ith  all  the  verb-noun  combinations. 
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Phase  II:    S  will  verbal Iv  label  each  verb  flashcard. 


Sets  ft  Materials;  2"  x  4'*  flashcards  displaying  each  verb  in  maj^ic 
marker. 


Set  II  •  touch 
roll 
drink 
draw 

Ilcsponse 

S  savs  "hit." 


Set  I  -  hit 
eat 

bounce 
pour 

Cue 

T  holds  up  a  flashczird  dis- 
playing the  printed  noun 
"hit,"  and  says,  "Miat  is 
this  word?" 


Tlie  identical  procedure  is  used  with  all  the  verbs. 

Pltase  III;    S  will  verbally  label  each  vcrb-noiui  combination  flashcnrd. 

Sets  ff  Materials:    2"  x  4"  flashcards  displaying  each  verb-noun 
combination  in  magic  marker. 


Set  II  -  touch  balloon 
roll  ball 
drink  iuice 
draw  on  chalkboard 

P.es^)onse 

S  says,  "hit  balloon." 


Set  I  -  hit  balloon 
oat  apple 
bounce  ball 
pour  juice 

Cue 

T  holds  up  a  f lashcard 
cTi splaying  the  printed 
verb-noun,  "hit  balloon," 
and  says,  "V/hat  arc  these 
words?" 


The  identical  procedure  is  used  with  all  the  verb-noun  combinations. 

Phase  IV;  S  will  verbally  label  each  verb-noun  combination  f lashcard 
and  perform  the  stated  action. 

Sets  {|  Materials;    Flashcards  and  objects  from  Phases  I  and  TI  were 
utilized. 


Cue 

T  places  four  objects  in  front 
of        T  holds  up  a  f lashcard 
displayTng  the  verb-noun  com- 
bination, "hit  balloon,"  and 
says,  "Wiat  are  these  words?" 


Response 
S  savs  "hit  balloon." 


T  says  "Do  it . " 


S  hits  balloon. 


The  identical  procedure  is  used  with  the  verb-noun  cowbinntions. 

Adjectives  -  (colors) 

Terninal  Objective;    V/licn  presented  v/ith  a  flashcard  displaying  a  color 
word,  the  student  will  verbally  label  the  word  and  toucli  tlie  corres])ond- 
inf[  color  fron  a  set  of  four. 

Phase  I;    S  will  toucli  the  correct  color  fron  a  set  of  four  when  piven 
the  verbal^cuo,  "Touch   


Sets  fi  Materials;  4"  x  4"  pieces  of  construction  paper  in  red,  white, 
yellow  ami  green. 

Cue  Response 

1  places  four  color  cards  touches  red  card. 

Til  front  of  £  and  says, 
•'Touch  red.""" 

The  identical  procedure  is  used  with  all  the  colors. 

Phase  II:    S^will  label  each  color  word  flashcard. 

Sets  Q  Materials:  2"  x  4"  flashcarrls  displaying  cacli  color  word  fr'>n 
Pliasc  I  in  naf»ic  narker. 

Cue  !les^?onse 

T  holds  u}-  a  flashcard  S  says  "t.hite." 

disj^lnyinj;  the  printed  word, 
•Vhitc"  and  says,  "\/iiat  is 
this  word?" 

The  identical  procedure  is  used  with  all  the  colors. 

Phase  III;  S  vlll  verbally  label  oac!i  color  won!  rlaslicard  and  tnncli 
the  corr csp(>n.d inf.  color  froi.  a  s^t  of  four. 

Sets  r  ':alcrialr.:    Flasiicards  imd  colors  fron  Phases  T  ai:d  IT  r.re 
utilized. 

Cue  Response 

T  J  laces  four  color  can  ^  T  snys  "roil.** 

Tn  front  of  S.    T  holds  ip 
a  flashcard  cTi splaying,  the 
word,  "red,"  and  says, 
"What  is  this  word?" 

T  says  "touch  it."  touches  red  color  card. 

The  identical  procedure  is  used,  witli  all  colors. 
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Adjectives:  (big  ami  little) 

Terminal  Objective;    When  presented  with  adjective-noun  flashcards 
(big  noun  or  little  noun),  tho  student  v/ill  verbally  label  the 
adjective -noun  conbination  and  touch  the  corresponding  object  fron 
a  set  of  opposites  (c.{^,  big,  balloon,  little  balloon). 

Phase  I;  £  will  touch  the  correct  menber  of  a  set  of  size  -  opposite 
objects  when  given  tho  verbal  cue,  "Touch  (big/little)  noun," 

Sets  {4  Materials;    big  and  little  balloons  identical  in  color,  big 
and  little  balls  identical  in  color,  little  portable  chalkboard  and 
big  classroom  chalkboard. 

Cue  P.esponse 

T  places  big  balloon  and  touches  big/little  balloon. 

Tittle  balloon  in  front  "" 
of  S  and  says,  "Touch  tho 
big7little  balloon," 

Tlie  identical  procedure  is  used  for  all  sets. 

Phase  II;    S  will  verbally  label  each  adjective  flashcard. 

Sets  fi  Materials;    2"  x  4"  flashcards  displaying  each  adjective  ?ror 
Phase  I  in  black  magic  marker. 

Cue  flesponsc 

T  holds  up  a  flashcard  dis-  says  "big"  or  "little," 

playing  the  printed  word  ~* 
"big"  or  "little"  and  says 
"IVliat  is  this  word?" 

Phase  II I ;    S  will  verbally  label  each  adjective- noun  conbination 
flasiicard.  " 

Sets  G  Materials:    2"  x  4"  flashcfirds  displaying  each  adjcctive-nonn 
combination  fron  Phase  I  in  magic  marker. 

Cue  llcsi'onse 

T  holds  up  flashcard  dis-  S  says  "big/little  balloon," 

playing  printed  words  "big 

balloon"  or  "little  balloon" 

and  says,  "t/}iat  are  these 

words?" 

The  identical  procedure  is  used  with  all  the  sets. 
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Phase  IV;  S  v/ill  verbally  luhul  each  adjcctive«-noim  conbination 
flaslicanl  and  touch  the  corresj^omlinj*  obloct  from  n  set  of  sise- 
orpositcs  (e.f..,  hii\  balloon  or  little  balloon). 

Sets  fi Materials;    Flaslicaixls  ami  objects  from  Phase  I  nml  TIT  are 
utilized. 

Cue  Hcsronse 

T  places  a  big  balloon  and  S  says  "bij»/iittle  balloon." 

Tittle  l)alloon  in  front  of 

S.    T  holds  ur  a  flashcard 

iTispTaying  tlie  j^rinted  words 

"big  balloon"  or  "little 

balloon,"  and  says,  '•liliat 

arc  these  words?" 

T  says  "Touch  it."  S  touches  bifVlittle  balloon. 

The  identical  procedure  is  uscil  for  all  sets. 

Kevicw;    After  completion  of  Phases  I  through  IV,  the  S's  ability  to 
label  all  words  in  nixed  order  is  ncasured.    Additional  trials  are 
irjplenented  to  correct  error  responses. 

Chart  Stories 

« 

Terminal  Objective:    £Cs)  will  be  able  to:    a)  verbally  label  every 
word  in  each  chart  story  in  context  and  perform  the  directive(s)  in 
each  story  when  the  story  is  ]>rintcd  on  a  24"  by  36"  postercard,  and 
b)  verbally  label  every  word  in  eacli  chart  storv  in  context  v/hen  jirintetl 
on  an     1/2"  x  11"  slieet  of  white  lined  jniper. 

Measurement:    A.    Response  by  response  Tneasurcrient  is  taken  on  f]^'s 
performance  of:  a)  verbally  labeling  the  words  in  context  v/hcn  printed 
on  a  24"  by  7)6"  postercard;  b)  verbally  labeling  the  v;ords  in  context 
when  printed  on  a  24"  by  36"  postercard  and  jorforning  the  dircctive(s) ; 
and  c)  verbally  labeling  th.c  v;ords  in  context  \:hen  printed  on  an 
K  1/2"  by  11"  paper. 

B.    iiaselines  of  S's  ability  to  read  e«ch  chart  story  are 
not  taken  prior  to  xvriting  the  cliart  story.    Our  prinary  reason  for 
tiiis  is  that  it  i;ould  destroy  the  s)^or,tanei ty  of  the  exp<*rience,  and 
{•rove  to  be  frustrating  for  tl;e  child. 

I'rogran  Considerations :    Conjunctions,  articles,  pronouns  and  intransitive 
verbs  are  not  taught  in  isolation  for  the  following  reasons:    a)  they 
have  no  visible  referent,  and  b)  they  will  occur  frerii;cntly  in  t?.e 
student's  future  reading  material  and  my  be  taught  in  i'^-^lation  after 
tiic  student  has  liad  nore  practice  labeling  tlien  in  context. 
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Phase  I:    T:  a)  presents  stimuli  ami  perforns  actions  to  elicit  the 
words  in  tlie  cliart  story,  b)  prints  the  story  on  a  24"  by  36"  postercard, 
and  c)  verbally  labels  the  words. 

?laterials  for  Phase  I;    (example  chart  story) 

1.  24"  by  3()"  iMied  postercard  (lir.ht  color) 

2.  small  yellow  ball 
J.    black  felt  tip  pen 

a.    T  presents  stinuli  and  perforns  actions  to  verbally  elicit  the 
chart  story  from  the  S(s).    The  following  is  an  exarple  of  how  the 
first  chart  story  nigFt  be  elicited. 


Cue 

(T  is  holding,  a  yellow  ball) 
"i^iat  is  this?" 

"(lood,  does  anyone  know  what 
color  it  is?" 


P.csponse 


"ball" 
"vellow" 


"Yes,  that's  ri^ht,  it's  a 
yellow  ball." 

"l/hat  can  I  do  with  the  ball?" 


"Yes,  I  can  bounce  the  ball." 
(T  !)ounces  the  ball). 


"l)ounce  it" 

(responses  will  vary  and  T  nay 
have  to  model  the  de5irod"~ai.swcr) 


"V/liat  did  I  do  witli  the  ball?"       "bounced  it" 


•Vhat  else  can  I  do  with  the 
ball?" 


(T  rolled  the  ball) 

'^xat  did  I  do  with  the  ball?" 


"roll  it" 

(ap.ain,  responses  nay  vary,  so  T 
may  have  to  notlel  the  desired 
answer) 

"rolled  it" 


b.  r,  c.    T  prints  the  chart  story  on  a  postercard  (usinR  approximations 
of  S's  answersT  and  then  verbally  labels  the  words. 


Cue 

"Let's  write  a  story 
about  a  ball." 


Res 


ipons< 


'nVhat  shall  we  call  the  story?"  "ball" 


(T  prints  the  word  Ball  on 
tFTe  top  line  of  the  postcard 
and  verbally  labels  the  word.) 
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Cue 

"(tood,  the  title  of  our 
storv  is  hal 1 


Rosponse 


••Whnt  color  is  t!ic  hall?" 


"vellov" 


••nood,  the  ball  is  yellow. 
I  will  print  th.at."'  (7 
prints  The  ball  is  yellow, 
on  tlio  second  line  of  the 
j»ostercard  and  verbally 
labels  the  sentence  after 
it  is  printed. 

%'hat  diti  I  do  with  the  ball?"       "bounced  (rolled)  the  ball" 


"Good,  I  will  print  that." 
(T  prints  Bounce  the  ball 
on  the  third  lino  of  the 
postercard  and  verbally 
labels  the  sentence  after 
it  is  printed.) 

"What  else  did  T  do  witli  the 
ball?" 


"rolled  (bounced)  the  ball" 


"(lood,  1  will  print  that." 
(T  prints  Roll  the  hall  on 
tlTe  fourth  lino  of  the 
postercard  and  verbally 
labels  the  sentence  after 
it  is  }>rinted.) 

"Now  wo  have  a  story.    T  will 
])oint  to  each  word  aud  read 
tlie  story  for  you."    (T  points 
to  each  word  as  he  verFally 
labels  each  word  in  context.) 

"Now  you  read  the  story  with  mc 
while  I  ])oint  to  the  words." 
(T  rereads  story  pointin?:  to 
each  word  as  he  verbally  la}»cls 
it  in  context .) 


Ss  attenpt  to  verbally  lal^el 
woi*ds  alonp  with  T  as  T  y  oints 
to  and  labels  the  vords". 


Phase  II;  S(s)  will  verbally  label  the  words  in  the  chart  story  when 
printed  on  IT  24"  by  36"  jiostercard. 

'latcrials  for  Phase  II;    (exanple  chart  story) 
Sane  as  Phase  I . 
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ci.    S(s)  verbally  label  words  as  T  points  to  each  individual  word, 
Cue  Response 


"I  will  point  to  each  word 
as  you  read  the  story." 


S^(s)  verbally  labels  the  words 
as  T  points  to  eacli  word. 


b«    S(s)  will  verbally  label  words* 

Cue  Response 

"I  want  you  to  read  the  S^(s)  verbally  labels  words, 

story  by  yourself." 

Phase  III:  S(s)  will  verbally  label  the  words  in  the  chart  story  and 
per  form  the  ITirectivefs) . 

Sets  fi  Materials  for  Phase  III;    (example  chart  story) 
plastic  glass  I  white  chalky  yellow  ball 


Cue 

"Read  the  story  and  do  what 
it  tells  you."    (T  jilaces  5 
objects  on  table  Tn  front 
of  S) 


Response 

S(s)  verbally  labels  the  words 
Tn  context  and  per  forms  tha 
directive(s)  in  the  story,  (o.n*, 
in  exanplc  ciinrt  story,  S  would 
^  liave  access  to  a  ycllcv  iVall, 

ulonf;  with  two  other  objects, 
and  would  bo  ex])ected  to  bounce 
the  ball  and  roll  the  ball  v/licn 
the  appropriate  directive  was 
verbally  labeled  in  the  story.) 

Phase  IV:  S(s)  will  verbally  label  the  words  in  context  when  the  chart 
story  is  prTntcd  on  8  1/2"  by  11"  paper. 

Materials  for  Phase  IV:    (oxanplc  chart  story) 

story  printed  on  lined  8  1/2"  by  11"  white  paper. 


Cue 

(T  {;ives  S  S  1/2"  by  11" 
sTTeet  of  paper  with  chart 
story  printed  on  it.) 
"This  is  the  sane  stury  we 
read  on  the  bi<'.  sheet  of 
paper.    I  want  you  to  read 
the  story." 


Pcs|>onse 

S^(s)  label (s)  the  words  in 
context. 
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Sup.jiestecl  Chart  Stories 

.Note;    The  foiiowinj',  chart  stories  are  haseU  uj^on  wonls  that  wjcro 
tuuRht  as  si{»ht  word  vocabulary  ii\  ]:rcYjous  phases,    livery  story  uses 
the  followin}',  basic  naterials:    a)  24'*  by  r>(>"  j^ostercard,  b)  blacl 
felt  tip  pen,  and  c)  ii  1/2"  by  IV^  lined  v:hitc  paper.  Additional 
naterials  are  listed  before  each  story, 

1 ,  Additiorial  ^^aturials; 

a,  yellow  ball 

b,  2"  piece  of  white  clialk 

c,  swall  plastic  jilass 

Story:  Ball 

The  ball  is  yellow, 
liounce  the  ball. 
Roll  the  ball, 

2,  Add  i  t  i  ona  1  ?  la  t  er  i  a  1  s ; 

a,  1  quart  nitclicr  containing  one  pint  of  red  punch, 

b,  sraall  plastic  n,ltiSS 

c,  yellow  hall 

d,  red  aprlo 

Story:  »Tuice 

My  juice  is  red. 
Pour  the  red  iuice, 
brink  tb.c  red  juice. 

3,  Additional  Materials ; 

a,  sr.aill  portable  r.rcen  clialkboard 

b,  2"  piece  of  white  clialk 

c,  red  a:  pie 

d,  1  caiart  pitclier 

e,  lar;:e  balloor; 

Story:  Gialkbonrd 

The  chalkboard  is  r.recn, 
Tlie  ciialk  in  wJ;ite. 
l»raw  on  tho  chalkboard, 

4,  Additional  :iaterials: 

a,  red  apple 

b,  snail  balloon 

c,  yellow  bal 1 

d,  snail  j>lastic  plasma 


Story:  Ap^)le 

My  apple  is  red. 

Kat  the  apple. 

My  apple  is  red  and  ivhite 

Additional  Materials; 

IX.  hi^  balloon 

b.  little  balloon 

c.  red  apple 

d.  2"  piece  of  chalK 

e.  portable  green  chalkb 

Story :  Balloon 

T}iis  balloon  is  big. 
This  balloon  is  little.v 
Touch  the  big  balloon.  ^ 
Touch  tlie  little  balloort. 
Hit  the  little  balloon. 
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THE  USE  OF  "WHOLE  WORD  PROCEDURES''  TO  DEVELOP  BASIC 
COMPONENTS  OF  SELECTED  CHART  STORY  READING  SKILLS 
IN  SEVERELY  HANDICAPPED  YOUNG  STUDENTS^ 

By 

Fran  Johnson  and  Lou  Brown 
Madison  Public  Schools  and  University  of  Wisconsin 


Society  perceives  severely  handicapped  students  as  having  substan-* 
tially  lower  learning  capabilities  than  those  of  their  non-hand  I  capped 
age  peers.    Consequently,  there  fs  a  tendency  for  even  professionals  to 
assume  that  severely  handicapped  students  can  only  acquire  limited,  if 
any,  reading  skills  (Burton,  1974;  Doll,  1941;  Kirk,  1972).  However, 
It  is  becoming  increasingly  evident  that  most  severely  handicapped 
students  will  function  in  public  communities  rather  than  »n  segregated 
residential  facilities  (Gilhool,  1973;  Sontag,  Burke  and  York,  1974). 
If  these  students  are  to  survive  In  post-school  community  living  settings 
a:»  self -actual izing  economically  productive  citizens,  it  is  imperative 
that  they  possess  the  abilities  necessary  to  read  a  substantial  body  of 
complex  printed  material  (e.g.,  newspapers,  prescriptions,  bus  schedules, 
recipes,  work  schedules). 

Available  literature  has  yet  to  suggest  that  one  approach  to  teach- 
ing reading  is  more  efficacious  than  another  (Gray,  Baker,  &  Stancyk, 
1969).    However,  aval  lable- 1 1terature  does*  stiggest  that  the  systematic 
application  of  busic  principles  of  task  analysis,  acquisition,  and 
measurement  may  provide  a  conglomerate  of  instructional  tactics  which 
result  In  students  acquiring  at  least  basic  reading  skills.    For  example. 
It  has  been  demonstrated  that  ''trainable  level''  students  have  been  sys- 
tematically taught  to  label  sight  words  (Brown,  Hermanson,  Klemme, 
Haubrich  &  Ora,  1969)  to  functionally  read  nouns  and  adjective-noun 
phrases  (Brown,  Jones,  Troccoio,  Hetser,  Bellamy  &  Sontag,  1972)  to 
functionally  read  unconjugated  action  verbs  (Brown,  Huppler,  Pierce, 
York  &  Sontag,  1974)  and  to  functionally  read  directive  sentences  which 
contained  prepositions  (Brown  &  Per1;nutter,  1971)*    However,  while  the 
programs  cited  above  are  encouraging,  at  least  two  crucial  Issues  were 
not  addressed:    a)  In  criterion  phases,  manifestations  of  comprehension 
were  dependent  upon  the  provision  of  specific  teacher  rather  than  material 
cues,  and  b)  the  reading  skills  were  developed  across  groups  of  students. 


This  paper  was  supported  in  part  by  Grant  No.  OEG-0-73-6137  to  the 
University  of  Wisconsin -Mad  I  son  from  the  Department  of  HEW,  Bureau 
of  Education  for  the  Handicapped,  Division  of  Training  Programs, 
Washington,  D.C. 


One  major  objective  of  this  program  was  to  teach  one  group  of  students 
a  constellatfon  of  basic  reading  skills  that  culminate  In  the  stud.nt 
demonstrating  comprehension  In  response  to  material  rather  than  teacher 
cues. 

A  second  major  objective  was  to  organize  several  basic  language 
skills  into  a  developmental  reading  format  In  an  effort  to  delineate  an 
Instructional  model  that  is  empirically  tenable  for  teaching  selected 
basic  reading  skills  to  young  severely  handicapped  students.  Charac- 
teristics of  the  instructional  model  that  should  be  made  salient  are  as 
follows:    First,  the  model  Is  based  upon  a  "whole  word"  approach  to 
teaching  reading  in  that  students  were  taught  to  label  words  in  their 
entirety,  without  direct  Instruction  In  the  use  of  contextual  or  phonetl 
cues.    Second,  requirements  for  the  performance  of  specific  language 
skills  are  cumulative  In  that  the  model  requires  the  building  and/or 
combining  of  basic  parts  of  speech  In  order  for  the  students  to  read 
words,  phrases,  sentences  and  finally  chart  stories.    For  example,  the 
reading  of  nouns  was  taught  first.    Reading  action  verbs  was  then  taught 
followed  by  the  reading  of  verb-noun  phrases.    Adjectives  were  then 
taught  and  combined  with  the  nouns  to  form  adjective-noun  phrases. 
Three  basic  components  (verbs,  nouns  and  adjectives)  were  then  com- 
bined to  form  simple  direct  commands.    Articles  and  proper  names  were 
added  which  allowed  the  formation  of  complete  sentences.    All  of  the 
basic  structural  components  (words,  phrases  and  sentences)  were  then 
combined  to  form  Initial  chart  stories.    Finally,  more  complex  skills 
which  required  additional  verbs,  nouns,  and  for  the  first  time,  prep- 
ositions were  taught  and  combined  with  the  skills  necessary  to  read 
the  initial  chart  stories  to  form  new  chart  stories.    Reading  of  these 
new  chart  stories  required  the  performance  of  one  and  two  component 
d I rect  ions. 

The  chart  story  format  was  selected  as  an  approach  to  expanding 
words,  phrases  and  sentences  into  more  complex  linguistic  statements, 
as  the  use  of  a  chart  story  approach  has  been  demonstrated  successful  in 
teaching  reading  to  severely  handicapped  students  (Brown,  Scheuerman, 
Cartwright  &  York,  1973;  Huppler,  1972).    However,  the  Huppler  and 
Brown,  et  al.  programs  neither  reported  empirical  demonstrations  of 
comprehension,  nor  did  the  reading  materials  direct  the  students  to 
perform  demonstrable  actions.    Related  programs  required  students  to 
demonstrate  comprehension  after  labeling  a  word  but  in  response  to  a 
teacher  provided  verbal  cue  (Brown,  et  al.,  197^;  Brown,  et  al.,  1972; 
Brown  &  Perlmutter,  1971). 

Third,  the  model  requires  that  the  reading  skills  necessary  to 
complete  each  program  component  are  empirically  verified  through  cri- 
terion measurement. 

In  an  attempt  to  communicate  relevant  components  of  the  Instruc- 
tional model  as  well  as  the  specific  reading  skills  required,  a  detailed 
task  analysis  follows.    From  an  examination  of  the  task  analysis,  at 
least  the  following  points  should  be  salient: 


1)  That  the  students  possessed  reasonable  vision  and  imitation 
skills,  and  manifested  rudimentary  speech  patterns  (I  or  2  word  verbal 
chains)  were  considered  basic  prerequisites. 

2)  The  program  assumed  accumulation  in  that  nouns,  verbs,  adjec- 
tives, articles,  proper  names  and  prepositions  were  taught  in  isolation 
and  then  combined  to  form  phrases,  sentences  and  chart  stories. 

3)  The  vocabulary  and  materials  were  taken  from  the  local  class- 
room environment  in  an  attempt  to  base  the  development  of  reading  skills 
upon  subjectively  meaningful  sensory  and  language  experiences.  However, 
it  is  expected  that  other  vocabularies  and  materials  will  be  substituted 
in  other  classroom  environments. 

k)    As  a  student  progressed  across  parts  and  phases,  increasing 
reliance  was  made  upon  precise  visual  and  auditory  memory  skills. 

5)    Each  phase  required  a  verifiable  indication  of  comprehension 
in  that  a  student  who  can  pronounce  written  words  is  "word  labeling." 
Word  labeling  may  be  necessary,  but  is  certainly  not  sufficient  for 
reading.    Without  comprehension  one  cannot  claim  reading. 


Task  Analysis 

Phase  1 :  Nouns 

Teaching  students  to  label  printed  words  that  represent  selected 
objects  (e.q, ,  d:    What  is  this  word?    A:    Wagon)  and  to  demon ~ 
strate  comprehension  of  the  printed  words  by  touching  it  in  re- 
sponse to  a  verbal  cue  (e.g>.  Touch  it). 

Part  I  -  When  presented  with  an  object,  students  will  label  the 
object  in  response  to  the  verbal  cue  "What  is  this?" 

Part  2  -  When  presented  a  group  of  objects  students  will  visually 
discriminate  (touch)  one  object  in  response  to  printed  and 
verbal  cues  (e.g..  The  teacher  presents  a  word  card  upon  which 
the  word  wagon  is  printed  and  says,  "This  is  the  word  wagon . 
Touch  a  wagon . " ) . 

Part  3  "  When  presented  with  a  group  of  objects  and  with  the  corre- 
sponding word  cards  in  front  of  the  objects,  students  will 
visually  discriminate  word  cards  in  response  to  printed  and 
verbal  cues  (e.g..  The  teacher  presents  a  word  card  and  says, 
"This  is  the  word  wagon .    Touch  another  word  wagon.") . 

Part  k  -  When  presented  with  words  that  represent  objects,  students 
will  visually  discriminate  words  in  response  to  printed  and 
verbal  cues  (e.g..  The  teacher  presents  a  word  card  and  says, 
"This  is  the  word  wagon >    Touch  another  word  wagon.") . 
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Part  ^  -  When  presented  with  words  that  represent  objects  students 
wf 11  visually  discriminate  words  In  response  to  the  verbal  cue 
"Touch  the  word  wagon."  and  will  label  the  word  in  response  to 
the  verbal  cue  "What  Is  this  word?" 

Part  6  -  When  presented  with  a  word  that  represents  an  object,  stu- 
dents will  label  that  word  In  response  to  the  verbal  cue  "What 
Is  this  word?" 

Part  7  -  When  presented  with  words  that  represent  objects,  students 
will  label  the  words  and  demonstrate  comprehension  by  discrim- 
inating the  objects  the  words  represent. 

se  II ;  Verbs 

Teaching  students  to  label  printed  words  that  represent  selected 
actions  (e.g.,  push)  and  to  demonstrate  comprehension  by  performing 
the  actions  in  response  to  the  verbal  cue  "Do  It." 

Part  1  -  Students  will  perform  actions  In  response  to  verbal  cues 
le,g,,  "Show  me  push.") . 

Part  2  -  When  presented  with  pictures  that  depict  actions,  students 
will  visually  discriminate  (touch)  pictures  In  response  to 
verbal  cues  (e.g.,  "Touch  the  picture  of  push."). 

Part  3  -  When  presented  with  a  model  performing  actions,  students 
will  label  the  actions  of  the  model  In  response  to  a  verbal 
cue  (e.g.,  "What  is  (teacher)  doing?"). 

Part  4  -  When  presented  with  pictures  that  represent  actions,  stu- 
dents will  label  the  action  pictures  In  response  to  verbal 
cues  (e.g.,  "What  Is  the  boy  doing?"). 

Part  5  -  When  presented  with  pictures  and  corresponding  word  cards, 
students  will  visually  discriminate  word  cards  In  response  to 
printed  and  verbal  cues  (e.g..  The  teacher  presents  the  word 
card  push  and  says,  "This  Is  the  word  push.    Touch  another 
word  push."). 

Part  6  -  When  presented  with  word  cards  that  represent  actions, 
students  will  visually  discriminate  word  cards  in  response 
to  printed  and  verbal  cues  (e.g..  The  teacher  presents  the 
word  card  push  and  says,  "This  Is  the  word  push.  Touch 
another  word  push.") . 

Part  7  -  When  presented  with  word  cards  that  represent  actions, 
students  will  visually  discriminate  word  cards  in  response 
to  verbal  cue  (e.g.,  "Touch  the  word  push.")  and  label  the 
word  in  response  to  a  verbal  cue  "What  is  that  word?!' 

Part  8  -  When  presented  with  word  cards  that  represent  actions, 
students  will  label  the  word  cards  In  response  to  the  verbal 
cue  "What  is  this  word?" 


ERIC 


135 


Part  ^  -  When  presented  with  word  cards  that  represent •act Ions, 
students  will  label  the  word  cards  In  response  to^'the  verbal 
cue  ''What  Is  this  word?"  and  then  demonstrate  comprehension 
by  visually  discriminating  a  picture  depicting  the  action  in 
response  to  the  verbal  cue  'Touch  It.'' 

Part  10  -  Students  will  label  printed  words  that  represent  actions 
^•9* »  posh)  and  then  demonstrate  comprehension  by  performing 
the  actions  In  response  to  verbal  cues  (e.g.,  ''Do  It.'')* 

Phase  ill:    Verb-Noun  Phrases 

Teaching  students  to  label  printed  words  that  represent  selected 
verb-noun  phrases  (e.g.,  push  wagon)  and  to  demonstrate  comprehension 
by  performing  the  actions  the  phrases  describe. 

Part  1  -  Students  will  perform  actions  represented  by  verb-noun 
phrases  (e.g.,  push  wagon)  in  response  to  verbal  cues  (e.g., 
'•Show  me  push  wagon."). 

Part  2  -  When  presented  with  models  performing  actions  using  objects 
Te.g.,  The  teacher  pushing  a  wagon.)  students  will  label  the 
actions  using  verb-noun  phrases  In  response  to  the  cue  "What 
Is  (teacher)  doing?"). 

Part  3  -  When  presented  with  pictures  depicting  actions,  students 
will  visually  discriminate  (touch)  an  action  picture  In  re- 
sponse to  printed  and  verbal  cues  (e.g..  The  teacher  presents 
the  word  card  push  wagon  and  says,  "These  are  the  words  push 
wagon .    Touch  push  wagon."). 

Part  k  -  When  presented  with  pictures  that  represent  verb-noun 
phrases,  students  will  label  the  actions  In  response  to  the 
verbal  cue  "What  is  the  boy/glrl  doing?" 

Part  5  -  When  presented  with  pictures  and  corresponding  word  cards 
in  front  of  the  pictures,  students  will  visually  discriminate 
word  cards  in  response  to  printed  and  verbal  cues  (e.g..  The 
teacher  presents  the  word  card  push  wagon  and  says,  "These  are 
the  words  push  wagon.    Touch  the  words  push  wagon."). 

Part  6  -  When  presented  with  word  cards  that  represent  verb-noun 
phrases,  students  will  visually  discriminate  word  cards  In 
response  to  printed  and  verbal  cues  (e.g..  The  teacher  pre- 
sents the  word  card  push  wagon  and  says,  "These  are  the  words 
push  wagon.    Touch  the  words  push  wagon.") . 

Part  7  -  When  presented  with  word  cards  that  represent  verb-noun 
phrases,  students  will  visually  discriminate  one  word  card  In 
response  to  the  verbal  cue  "Touch  the  words  push  wagon."  and 
will  then  label  the  words  in  response  to  the  verbal  cue  "What 
are  these  words?" 
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Part  8  -  When  presented  with  word  cards  that  represent  verb-noun 
phrases,  students  will  label  the  word  cards  !n  response  to 
the  verbal  cue  "What  are  these  words?" 

Part  9  -  When  presented  with  word  cards  that  represent  verb-noun 
phrases,  students  will  label  the  word  cards  In  response  to 
the  verbal  cue  "What  are  these  words?"  and  then  demonstrate 
comprehension  by  touching  a  picture  depicting  the  action 
described  by  the  verb-noun  phrase. 

Part  10  -  When  presented  with  word  cards  that  represent  verb-noun 
phrases,  students  will  label  the  words  In  response  to  the 
verbal  cue  "What  are  these  words?"  and  demonstrate  compre- 
hension by  performing  the  actions  the  phrases  describe. 

Phase  IV:  Adjectives 

Teaching  students  to  label  printed  words  that  represent  selected 
adjectives  and  to  demonstrate  comprehension  of  the  words  by 
touching  the  adjectives  In  pictures. 

Part  I  -  When  presented  with  objects  (e.g.,  a  red  wagon)  students 
win  describe  the  object  In  response  to  the  verbal  cue  "What 
color/size  Is  this?"    Wnen  presented  with  a  picture  depicting 
a  color/size,  students  will  describe  the  picture  In  response 
to  the  verbal  cue  "What  color/size  Is  this?" 

Part  1  -  When  presented  with  a  group  of  objects,  students  will  vis- 
ual ly  discriminate  (touch)  one  object  (e.g.,  a  red  wagon)  In 
response  to  printed  and  verbal  cues  (e.g..  The  teacher  presents 
the  word  .card  red  and  says,  "Thii;  Is  the  color  word  red.  Touch 
the  color  red. "77   When  presented  with  a  picture  students  will 
visually  discriminate  an  adjective  In  that  picture  In  response 
to  printed  and  verbal  cues  (e.g.,  The  teacher  presents  the  word 
card  red  and  says,  "This  Is  the  color  word  red.    Touch  the 
color  red."). 

Part  3  -  When  presented  with  a  group  of  objects  and  with  correspond- 
ing word  cards  in  front  of  the  objects,  students  will  visually 
discriminate  words  In  response  to  printed  and  verbal  cues  (e.g.. 
The  teacher  presents  the  word  card  red  and  says,  "This  is  the 
color  word  red.    Touch  the  color  word  red.") . 

Part  k  -  When  presented  with  words  that  describe  objects,  students 
will  visually  discriminate  words  In  response  to  printed  and 
verbal  cues  (e.g.,  The  teacher  presents  the  word  card  red  and 
sfiys,  "This  is  the  color  word  red.    Touch  another  color  word 
red."). 

Part  5  -  When  presented  with  words  that  describe  objects,  students 
win  visually  discriminate  words  In  response  to  the  verbal  cue 
"Touch  the  color  word  red."  and  will  label  the  words  In  response 
to  the  verbal  cue  "What  Is  this  color/size  word?" 
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Part  6  -  When  presented  wl th  words  that  describe  objects,  students 
win  label  the  words  in  response  to  the  verbal  cue  '*What  Is 
this  color/size  word?*' 

Part  7  -  Wiien  presented  with  words  that  describe  objects,  studenls 
will  label  words  In  response  to  the  verbal  cue  *'What  Is  this 
color/size  word?*'  and  will  dejr'nstrate  comprehension  by  touching 
an  object  which  contains  the  aujective  In  response  to  the 
erbal  cue  ''Toucn  it/' 

Part  8  -  When  presented  with  words  that  describe  objects,  students 
will  label  the  words  in  response  to  the  verbal  cues  ''What  Is 
this  color/size  word?"  and  will  demonstrate  comprehension  by 
touching  a  picture  containing  the  adjective  In  response  to  the 
verbal  cue  "Touch  It." 

Phase  V:    Adjective  noun  phrases 

Teaching  students  to  label  printed  words  that  represent  selected 
adj  wtlve  noun  phrases  (e.g«,  red  wagon)  and  to  demonstrate  compre* 
henslon  of  the  printed  words  by  touching  pictures  of  adje  cive  noun 
phrases. 

Part  1  -  When  presented  with  objects  (<*.g.,  red  wagon)  and  pictures 
that  depict  those  objects,  students  will  label  the  objects  and 
oirtures  with  adjective  noun  phrases  In  response  to  the  verbal 
cue  "What  Is  this?'' 

Part  2  -  When  presented  with  objects  and  pictures,  students  will 
visually  discriminate  (touch)  objects  or  pictures  In  response 
to  printed  and  verbal  cues  (e.g..  The  teacher  presents  tNi 
word  Cdi'd  reci  wagon  and  says,  "These  are  the  words  red  wagon. 
Touch  a  red  wagon.") . 

Part  3  -  When  presented  with  pictures  and  with  corresponding 

printed  words  in  front  of  the  pictures,  students  will  vis- 
ually discriminate  word  cards  In  response  to  printed  and 
verbal  cues  (e.g.,  The  teacher  presents  the  word  card  red 
wagon  and  says,  "These  are  the  words  red  wagon.    Touch  the 
words  red  wagon,") . 

Part  h  -  When  presented  with  word  cards,  students  will  visually 
Jiscriminate  appropriate  word  cards  in  response  to  printed 
and  verbal  cues  (e.g..  The  teacher  presents  the  word  card  red 
wagon  and  says,  "These  are  the  words  red  wagon.    Touch  the 
words  red  wagon.") . 

Part  5  -  When  presented  with  word  cards  containing  adjective  noun 
phrases,  students  will  visually  discriminate  a  word  card  In 
response  to  the  verbal  cue  "Touch  the  words  red  wagon"  and 
students  will  label  the  words  In  response  to  the  verbal  cue 
"What  are  those  words?" 
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Part  6  -  When  presented  with  word  cards  containing  adjective  noun  . 
phrases,  students  wfll  label  the  words  In  response  to  the  verba? 
cue  "What  are  thes<!^  words?" 

Part  7  -  When  presented  with  word  cards  containing  adjective  noun 
phrases,  students  will  label  the  words  In  response  to  the 
ve.-bal  cue  "What  are  these  words?"  and  will  demonstrate  com- 
prehension by  touching  an  object  represented  by  the  adjective 
noun  phrase    In  response  to  the  verbal  cue  "Touch  It." 

Part  8  -  Wheri  presented  with  word  cards  containing  adjective  noun 

phrases,  students  will  label  the  words  In  response  to  the  verbal 
cue  "What  are  these  words?"  and  demonstrate  comprehension  by 
touching  a  picture  representing  the  adjective  noun  phrase  In 
response  to  the  verbal  cue  "Touch  It." 

Phase  V I :    Verb  adjective  noun  cc:nmands 

Teaching  students  to  label  printed  words  that  represent  selected 
direct  commandc  (e.g..  bounce  red  ball)  and  to  demonstrate  compre- 
hension of  those  printed  words  by  performing  the  directed  actions. 

Part  1  -  When  presented  with  word  cards  that  represent  direct 

commands,  students  will  visually  discriminate  (touch)  word  , 
cards  In  response  to  printed  and  verbal  cues  (e.g..  The 
teacher  presents  the  word  card  push  red  wagon  and  says, 
"These  ore  words  push  red  wagon.    Touch  the  words  push  red 
wagon."). 

Part  2  -  When  presented  with  word  cards  that  contain  direct 

commands,  students  will  visually  discriminate  word  cards  In 
response  to  a  verbal  cue  (e.g. ,  "Touch  the  words  pu;h  red 
wagon.";  and  will  label  the  words  In  response  to  the  verbal 
cue  "What  are  those  words?" 

Part  3  -  »  .en  presented  with  word  cards  that  contain  direct 

comfr,ar.v.s,  students  will  label  the  words  In  response  to  the 
verbal  cue  "What  are  these  words?" 

Part  k  -  When  presented  with  word  cards  that  contain  direct 

comr.^^nds,  students  will  label  the  words  In  response  to  the 
verbal  cue  "Whs.  are  these  words?"  and  demonstrate  compre- 
hension by  touching  a  picture  that  represents  the  direct 
command  in  response  to  the  verbal  cue  "Touch  a  picture  of  it." 

Part  5  -  When  presented  with  word  cards  that  contain  direct 

commands,  students  will  label  the  words  In  response  to  the 
verbal  cue  "What  are  these  words?"  and  demorsstrate  compre- 
hension by  performing  appropriate  actions  in  response  to  the 
verbal  cue  "Show  me"  or  "Do  it." 
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Phase  V  M :    Art  icies 

Teaching  '-tuU'nt-.  tu  l.ibol  wor^^  tfvat  contain  selected  -articles 
(e.g.,  a,  an,  the)  an^i  to  Jeinonstr.^te  •nderstanding  that  if  an 
article  precedes  n  noun,  the_  me/i ning  of  the  noun  Is  not  effected 
(I  .e.\  "Touch  a  bdi  { . ' '  communiccUes  the  same  information  as  "Touch 
ball."). 



Part  I  -  Whan  presenteii  with  word  cards  that  contain  articles,  stu- 
dents will  visually  discriminate  (touch)  word  ca^ds  In  ;sponse 
to  printed  and  verbal  cues  (e.g.,  The  teacher  presents  the  word 
a  and  says,  *'This  is  the  word  a.    Touch  the  word  a.")  and  will 
label  articles  In  response  to  the  cue  '*What  Is  this  word?*' 

Part  2  -  When  presented  with  word  cards  that  contain  articles,  stu- 
dents will  visually  HIbCrlmlnate  words  In  response  to  the 
verbal  cue  *'Touch  the  word  (a)'*  and  will  label  words  In  re- 
sponse to  the  verb,^l  cue  **What  Is  this  word?" 

Part  3  -  When  presented  with  word  cards  thai  contain  articles,  stu- 
ients  will  label  the  words  in  response  to  the  verbal  cue  ''What 
Is  this  word?*' 

Part  k  -  When  presented  with  word  cards  that  contain  noun  phrases 
(e.g.,  a  ba  1 1 ) ,  students  will  label  the  v/ords  In  response  to 
the  verbal  cue  "What  are  these  words?" 

Part  5  -  When  prese,ited  with  word  cards  that  contain  adjective 

phrases  (e.g.,  a  red  ba 1 1 ) ,  students  will  label  the  words  in 
response  to  the  verbal  cue  "What  are  these  words?"  and  demon- 
strate comprehension  by  touching  the  object  referred  to  In  the 
phrase  In  response  to  the  verbal  cue  "Touch  It." 

Part  6  -  When  presented  with  word  cards  that  contain  adjective 

phrases  (e.g.,  a  red  bal I ) ,  students  will  label  the  words  In 
response  to  the  verbal  cue  "What  are  these  words?'*  and  demon- 
strate comprehension  by  touching  the  object  referred  to  in 
the  phrase  In  rcspor.^t'  to  the  verbal  cue  "Touch  It.** 

Part  7  -  When  presenteJ  with  word  cards  that  contain  Jlrect  commands 
(e.g.,  Bounce  a/an/the  orange  ball.),  students  will  label  the 
words  In  response  to  the  verbal  cue  "What  are  these  v;ords?"  and 
demonstre^te  comprehension  by  selecting  the  object  ani  performing 
the  act  ion. 

Phase  VIII:     Proper  ncvnes. 

Teaching  students  to  label  printed  v/ords  that  --epresent  selected 
proper  names  (e.g.y  Tom)  and  to  demonstrate  comprehension  of  the 
proper  names  by  touching  Individuals  of  those  names. 

Part  i  -  When  presented  with  a  group  of  classmates,  students  will 
visually  discriminate  (touch)  beif  and  classmates  In  response 
to  verbal  name  cues  (e.g.,  "Touch  Tom.") . 


140 


Part  2  -  When  presented  with  a  classmate,  students  will  make  a 
proper  name  response  In  response  to  the  verbal  cue  "Who  is 
this?" 

Part  3  -  When  presented  with  word  cards  that  contain  proper  names, 
students  will  visually  discriminate  words  In  response  to 
printed  and  verbal  cues  (e.g.,  The  teacher  presents  a  word 
Co -J  and  says,  "This  Is  the  word  Tom.    Touch  another  word 
Tom.")  and  wHl  label  the  word  In  response  to  the  cue  "What 
is  this  word?" 

Part  k  -  When  presented  with  word  cards  thet  contain  proper  names, 
students  will  label  the  words  In  response  to  the  verbal  cue 
"What  Is  this  word?" 

Part  5  -  When  presented  with  word  cards  that  contain  proper  names, 
students  will  label  the  words  In  response  to  the  verbal  cue 
"What  Is  this  word?"^and  will  demonstrate  comprehension  by 
touching  the  appropriate  person. 

Phase  IX; 

Teaching  students  to  label  printed  words  In  selected  sentences 
(e.g..  proper  name,  verb,  article,  adjective,  noun,  or  "Tom, 
bounce  the  red  ball.")  and  to  demonstrate  comprehension  by  per- 
forming the  actions  directed  by  the  sentences. 

Part  1  -  When  presented  with  sentence  cards,  students  will  visually 
discriminate  (touch)  specific  sentences  in  response  to  visual 
and  verbal  cues  (e.g..  The  teacher  presents  a  sentence.,<:ard 
and  says,  "This  sentence  Is  Nancv.  push  the  red  wagon.  Touch 
another  sentence  like  it."). 

Part  2  -  When  presented  with  sentence  cards,  students  will  visually 
discriminate  specific  sentences  In  response  to  the  verbal  cue 
"Touch  the  sentence  Nancy,  push  the  red  wagon."  and  label  the 
sentence  in  response  to  the  verbal  cue  "What  Is  this  sentence?" 

Part  3  -  When  presented  with  sentence  cards,  students  will  label  the 
sentences  in  response  to  the  verbal  cue  "Read  this  sentence." 

Pari:  k  -  When  presented  with  sentence  cards,  students  will  label  the 
sentences  and  will  demonstrate  comprehension  by  performing  the 
actions  directed  by  the  sentences. 

Phase  X:    Chart  Stories 

Teaching  students  to  label  chart  stories  and  to  demonstrate  compre" 
henslon  by  performing  the  actions  directed  by  the  stories. 

Part  1  -  When  presented  with  a  chart  story  containing  phrases  and 
sentences,  students  will  label  the  words  in  the  chart  story 
and  demonstrate  comprehension  by  performing  the  actions 
directed  by  the  stories  In  response  to  the  verbal  cues  "Read 
the  story.    Oo  what  the  story  tells  you  to  do." 
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Phase  XI;    Sentences  with  prepositional  phrases 

Teaching  students  to  label  selected  printed  sentences  which  contain 
selected  prepositional  phrases  (e.g..  proper  name  verb  article  noun 
preposition  article  noun,  or  Don,  put  the  ball  In  the  cup.)  and 
demonstrate  comprehension  by  performing  the  actions  directed  by  the 
sentences. 

Part  1  -  When  presented  with  verbal  sentences  which  contain  prepo- 
sitional phrases,  students  will  perform  the  actions  directed 
by  the  verbal  sentences  (e.g.,  "Don,  gut  the  ball  in  the  cup.") 

Part  2  -  When  presented  with  word  cards  that  contain  prepositions 
and  verbs,  students  will  label  those  words  in  response  to  the 
verbal  cue  "What  Is  this  word?" 2 

Part  3  -  When  presented  with  sentence  cards  that  contain  prepo- 
sitional phrases,  students  will  label  the  sentences  In  re- 
sponse to  the  verbal  cue  "Read  the  sentences." 

Part  ^  -  When  presented  with  sentences  which  contain  prepositional 
phrases  (e.g.,  Don,  put  the  red  ball  in  the  wagon.),  students 
will  label  and  demonstrate  comprehension  by  performing  the 
actions  directed  by  the  sentences. 

Phase  XI t ;    Chart  stories  with  prepositional  phrases 

Teaching  students  to  label  chart  stories  which  contain  sentences 
with  prepositional  phrases  and  to  demonstrate  comprehension  by 
performing  the  actions  directed  bv  the  stories. 

Part  1  -  When  presented  a  chart  story  with  sentences  containing 
prepositional  phrases,  students  will  label  the  words  In  the 
chart  story  and  demonstrate  comprehension  by  performing  the 
action  directed  by  the  story  In  response  to  the  verbal  cue 
"Read  the  story.    Do  what  the  story  tells  you  to  do." 


2  The  verb  is  is  Introduced  here  along  with  regular  action  verbs. 
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METHOD 

Students  (Ss) 

The  k  Ss  (S,| ,  S2f  S3  and  S/^)  ranged  In  chronological  age  from  5  to  11 
years  (X  «  6.7)""ln  I.Q.  scores  from  32  to  7i  (X  «  52)  and  In  years  In 
school  (private  and  public)  from  2.5  to  k  (X  »  2.63).    Ss  also  received 
such  medical  diagnoses  as  ''Down's  Syndrome,"  '^severely  retarded*"  "serious 
Inoperable  heart  defect,"  "obstruction  of  the  esophagus,"  "mild  to  moderate 
retardation."    Ss  weTe  enrolled  in  the  Madison  Public  Schools  In  a  self** 
contained  yet  semi -Integrated  program  for  trainable  level  retarded  students 
In  a  regular  elementary  school. 

S{  was  a  5-year-old  boy  who  obtained  an  i.Q.  score  of  79  on  the 
Stanford  Binet  Test  of  Intelligence  and  was  labeled  "mild  to  moderately 
retarded."    S^s  school  records  contain  the  medical  descriptions  "Down's 
Syndrome,"  "serious  Inoperable  heart  defect  (one  ventricle  Is  missing)" 
and  "obstruction  cf  his  esophagus."    Prior  to  public  school  placement,  he 
attended  a  day  care  center  tor  young  handicapped  children.    During  the 
school  years  teachers  have  described  S^i  as  follows: 

"He  has  difficulty  attending  to  a  taslc."  —  "He  will  follow  direc- 
tions, but  tends  to  act  out  in  front  of  other  children."  —  "Bothers 
as  a  means  of  getting  attention.    This  is  an  ^'inappropriate  behavior 
and  he  gains  much  attention  for  his  inappropriate  behaviors." 

$29  a  5-year-old  male,  obtained  an  I.Q.  score  of  65  on  the  Stanford 
Binet  and  was  labeled  "moderately  retarded."    According  to  records  in  his 
cumulative  folder  he  was  described  as  a  "lazy,  stubborn,  dependent  Down's 
Syndrome  child,  who  tries  to  manipulate  others."  —  "He  is  reserved  and 
tends  to  play  alone. |' 

S^  was  an  11  year  and  11  month  old  Down^s  Syndrome  male,  who  wears 
short  Teg  braces.    He  was  classified  as  "severely  <etarded"  and  obtained  an 
i.Q.  score  of  32  on  the  Stanford  Binet.    According  to  records  in  his  cumu- 
lative folder  S^  was  described  as:    "a  responsive,  imitative  boy,  who  Is 
subject  to  displays  of  temper,"  —  "exhibits  inappropriate  self-mut I lat ing 
behaviors  In  the  classroom."  —  "will  say  'no'  when  he  Is  asked  to  perform 
even  though  he  really  wants  to  be  a  part  of  the  group." 

Si^  was  a  6  year  and  6  moith  old  male  who  obtained  an  I.Q.  score  of  33 
on  the  Stanford  Binet.    According  to  records  In  his  cumulative  folder  S/^ 
was  reported  to  lack  social  skills:    "S^  does  not  Interact  well  with  others."  — 
"he  can  be  stubborn,  withdrawn  and  non-compliant."    Recent  vision  exams  pro- 
vided Information  that  S/^  "was  extremely  near  sighted  In  his  left  eye,  should 
not  be  exposed  to  extreme  bright  light  and  Is  subject  to  double  vision." 

Instructional  Materials  and  Arrangement 

Phase  I :    Teaching  students  to  label  printed  words  that  represent 
selected  objects  (e.g.,  Q:    What  is  this  word?    A:    Wagon)  and 
to  demonstrate  comprehension  of  the  printed  words  by  touching 
It  In  response  to  a  verbal  cue  (e.g..  Touch  It). 

Part  1  -  When  presented  with  an  obfect,  students  will  label  the 
object  In  response  to  the  verbal  cue  "What  Is  this?" 

o 
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Materials 

The  following  materials  were  used  In  Phase  I,  Part  I:  Ball, 
wagon,  car,  bus,  balloon;  and  appropriate  data  sheets. 3 

Arrangement 

Ss  were  seated  at  a  large  table  In  the  front  of  the  room, 
f  sat  directly  In  front  of  Ss. 

Part  2  -  When  presented  a  group  of  objects  students  will  visually  dis- 
criminate (touch)  one  oblect  In  response  to  printed  and  verbal 
cues  (e.g..  The  teacher  presents  a  word  card  upon  which  the  word 
*wagon  Is  printed  and  savs.  "This  Is  the  word  wagon.    Touch  a  wagon."). 

Materials 

The  following  materials  were  used  In  Phase  I,  Part  2:  Ball, 
wagon,  car,  bus,  balloon  and  five  3"  x  5"  corresponding  word 
cards;  and  appropriate  data  sheets. 


Arrangement 

• 

Ss  were  seated  at  a  large  table  In  front  of  T.    T  placed  the 
'    \         five  objects  on  the  table,  one  In  front  of  each  S. 
%> 

Part  3  -  When  presented  with  a  group  of  objects  and  with  the  correspond- 
ing word  cards  In  front  of  the  objects,  students  will  visually  dis- 
criminate word  cards  In  response  to  printed  and  verbal  cues  (e.g.. 
The  teacher  presents  a  \ftord  card  and  says.  "This  Is  the  word  wagon. 
Touch  another  word  wagon."). 

Materials 


The  following  materials  were  used  In  Phase  I,  Part  3:  Ball, 
wagon,  car,  bus,  balloon,  two  sets  of  corresponding  printed 
word  cards;  and  appropriate  data  sheets. 


Arrangement 

Ss  were  seated  at  a  large  table  In  the  front  of  the  room 
directly  In  front  of  T.    T  placed  the  five  objects  on  the 
table,  one  In  front  of  each  S.    One  corresponding  word  card 
was  placed  In  front  of  each  object. 

Part  ^  -  When  presented  with  words  that  represent  objects,  students 

will  visually  discriminate  words  In  response  to  printed  and  verbal 
cues  (e.g..  The  teacher  presents  a  word  card  and  says.  "This  Is 
the  word  wagon.    Touch  another  word  wagon. 

Material s 

The  following  materials  were  used  in  Phase  I,  Part  k:  Two 
sets  of  printed  word  cards  containing  the  vcrds  car, 
balloon,  ball,  bus,  wagon;  and  appropriate  data  sheets. 
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Arrangenient 

Ss  were  seated  at  a  table  facing  T.    The  f fve  word  cards  from 
one  set  were  placed  In  front  of  an  S.    T  then  presented  one 
of  the  words  from  the  other  set  and^began  Instruction. 

P^**^  5  -  When  presented  with  words  that  represent  objects  students  will 
visually  discriminate  words  In  response  to  the  verbal  cue.  "Touch 
the  word  wagon. "  and  will  label  the  word  In  response  to  the  verbal 
cue  "What  is  this  word?"  ~ 

Materials 

The  following  materials  were  used  In  Phase  I,  Part  5:  One 
set  of  printed  word  cards  containing  the  words  ball,  bus, 
balloon,  car,  wagon;  and  appropriate  data  sheets. 

Arrangement 

Ss  were  seated  at  a  large  table  In  front  of  T.    T  placed  the 
five  word  cards  in  front  of  Sj  and  Initiated  Instruction. 

Part  6  -  When  presented  with  a  word  that  represents  an  object,  students 
will  label  that  word  In  response  to  the  verbal  cue  "What  Is  this 
word?" 

Materials 

The  following  materials  were  used  In  Phase  I,  Part  6:  One 
set  of  printed  word  cards  containing  the  words  ball,  bus, 
car,  balloon,  wagon;  and  appropriate  data  sheets. 

Arrangement 

Ss  were  seated  at  a  table  In  front  of  T. 

Part  7  -  When  presented  with  words  that  represent  objects,  students  will 
label  the  words  and  demonstrate  comprehension  by  discriminating  the 
objects  the  words  represent. 

Material s 

The  following  materials  were  used  In  Phase  i.  Part  7:  One 
set  of  printed  word  cards  containing  the  words  ball,  bus, 
balloon,  wagon;  and  appropriate  data  sheets. 

Arrangement 

Ss  were  seated  In  chairs  directly  facing  T.    The  five  objects 
(ball,  car,  bus,  wagon,  balloon)  were  placed  on  the  floor 
next  to  T. 

Phase  1 1 :    Teaching  students  to  label  printed  words  that  represent  selected 
actions  (e.g. ,  push)  and  to  demonstrate  comprehension  by  performing  the 
actions  in  response  to  the  verbal  cue  "Do  It." 
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Part  1  -  Students  will  perform  actions  In  response  to  verbal  cues  (e  g. y 
"Show  me  push  J'). 

Materials 

The  following  materials  were  used  In  Phase  11,  Part  1:  Ball, 
car,  bus,  wagon,  balloon*,  and  appropriate  data  sheets. 

Arrangement 

Ss  were  seated  at  a  large  table  !n  the  front  of  the  room.  The 
materials  were  placed  In  the  center  of  the  room,  the  Act  ion 
Area. 

Part  2     When  presented  with  pictures  that  depict  actions,  students  will 
visually  discriminate  (touch)  pictures  In  response  to  verbal  cues 
(e.g.,  "Touch  the  picture  of  push.^ 

Materials 

The  following  materials  were  used  In  Phase  il.  Part  2:  Five 
pictures  of  children  performing  the  act lons-*bounce,  go,  fly, 
ride,  push;  and  appropriate  data  sheets. 

Arrangement 

Ss  were  seated  at  a  large  table  In  front  of  T.    T  placed  the 
five  pictures  of  the  action  words  on  the  table  In  front  of  S ^ . 

Part  3  -  When  presented  with  a  model  performing  actions,  students  will 
label  the  actions  of  the  tnodel  In  response  to  a  verbal  cue  (e.g., 
"What  Is  (teacher)  doing?"). 

Materldls 

The  following  materials  were  used  In  Phase  ii.  Part  3:  A 
person  (I.e.,  teacher  aide)  to  perform  the  actions  using  the 
bus,  the  car,  the  wagon,  the  ball,  the  balloon;  and  appro-- 
priate  data  sheets. 

Arrangement 

The  materials  were  placed  In  the  Action  Area.    Ss  were  seated 
at  the  table  In  front  of  T. 

Part  k  -  When  presented  with  pictures  that  represent  actions,  students 
will  label  the  action  pictures  In  response  to  verbal  cues  (e.g., 
"What  is  the  boy  doing?'*). 

Materials 

The  following  materials  were  used  In  Phase  M,  Part  k:  Five 
teacher  prepared  pictures  of  children  performing  the  actions- 
push,  go,  fly,  ride,  bounce;  five  objects  -  wagon,  car, 
balloon,  bus,  ball;  and  appropriate  data  sheets. 
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Arrangement 

Ss  were  seated  at  a  large  table  In  front  of  T.    The  pictures 
were  presented  on  the  chartboard  to      and  S/^,  and  on  the 
table  to  S|  and  8^2 •  "* 

Part  5  -  When  presented  with  pictures  and  corresponding  word  cards >  stu^ 
dents  will  visually  discriminate  word  cards  In  response  to  printed 
and  verbal  cues  (e.g..  The  teacher  presents  the  word  card  push  and 
says,  '*Thls  Is  the  word  push.    Touch  another  word  push."). 

Materials 

The  following  materials  were  used  In  Phase  M,  Part  5:  Pic- 
tures of  actions-go,  fly,  ride,  bounce,  push;  ten  3"  x  5" 
corresponding  word  cards;  and  appropriate  data  sheets. 

Arrangement 

Ss  were  seated  at  a  large  table  In  front  of  T.    T  placed 
the  five  pictures,  each  with  a  corresponding  word  card 
attached  to  the  upper  left  hand  corner,  in  front  of  Sy 

Part  6  -  When  presented  with  word  cards  that  represent  actions,  stu- 
dents will  visually  discriminate  word  cards  in  response  to  printed 
and  verbal  cues  (e.g..  The  teacher  presents  the  word  card  "push" 
and  says,  "This  is  the  word  push.    Touch  another  word  push."). 

Materials 

The  fol Sowing  materials  were  used  in  Phase  II,  Part  6:  Ten 
3"  X  5*'  word  cards  containing  words  go,  bounce,  fly,  ride, 
push;  and  appropriate  data  sheets. 

Arrangement 

^s  were  seated  at  a  large  table  In  front  of  T.    T  placed 
one  set  of  word  cards  on  the  chartboard.    T  presented  a 
word  card  from  the  second  set. 

Part  7  -  When  presented  with  word  cards  that  represent  actions,  stu- 
dents will  visually  discriminate  word  cards  In  response  to  verbal 
cue  (e.g.,  "Touch  the  word  push.")  and  label  the  word  In  response 
to  a  verbal  cue  "What  Is  that  word?" 

Materials 

The  following  materials  were  used  in  Phase  li.  Part  7:  One 
set  of  3"  X  5"  word  cards  containing  the  action  words-go, 
bounce>  ride,  fly,  push;  and  appropriate  data  sheets. 

Arrangement 

^s  were  seated  at  a  large  table  In  the  front  of  the  room  In 
front  of  T.    T  placed  the  word  cards  on  the  chartboard  or 
on  the  table. 

o 
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Part  8  -  When  presented  with  word  cards  that  represent  actions,  stu- 
dents will  label  the  word  cards  In  response  to  the  verbal  cue 
"What  is  this  word?" 

Materials 

The  following  materials  were  used  In  Phase il,  Part  8:  3x5 
word  cards  containing  the  action  words-go,  bounce,  ride, 
fly,  push;  and  appropriate  data  sheets. 

Arranciement 

Ss  sat  at  a  large  table  In  front  of  T.    T  presented  the 
word  cards  to  each  S  by  holding  It  at  eye  level. 

Part  9  -  When  presented  with  word  cards  that  represent  actions,  stu- 
dents will  label  the  word  cards  In  response  to  the  verbal  cue 
"What  Is  this  word?"  and  then  demonstrate  comprehension  by  vis- 
ually discriminating  a  picture  depicting  the  action  In  response 
to  the  verbal  cue  "Touch  it." 

Materials 

The  following  materials  were  used  In  Phase  ii.  Part  9: 
Five  3x5  word  cards;  one  set  of  pictures  that  represent 
selected  actions-go,  bounce,  ride,  fly,  push;  and  appro- 
priate data  sheets. 

Arrangement 

Ss  were  seated  at  a  large  table  In  front  of  T.    T  placed 
the  five  pictures  on  the  chartboard  In  front  of  the  Ss. 
T  presented  a  different  word  card  to  each  student. 

Part  10  -  Students  will  label  printed  words  that  represent  actions 
(e.g..  push)  and  then  demonstrate  comprehension  by  performing 
the  actions  In  response  to  verbal  cues  (e.g..  "Do  it."). 

Materials 

The  following  materials  were  used  In  Phase  tl,  Part  10: 
Five  3x5  word  cards  containing  the  action  words-go, 
bounce,  fly,  ride,  push;  f ive  objects-bal I ,  car,  balloon, 
bus,  wagon;  and  appropriate  data  sheets. 

Arrangement 

The  objects  were  placed  In  the  Action  Area  In  the  center 

of  the  room.    Ss  were  seated  at  a  large  table  in  front  of 

T.    T  presented  a  different  word  card  to  each  S. 

Phase  III:    Teaching  students  to  label  printed  words  that  represent 
selected  verb-noun  phrases  (e.g..  push  wagon)  and  to  demonstrate 
comprehension  by  performing  the  actions  the  phrases  describe. 
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Part  1  -  Students  will  perform  actions  represented  by  verb-noun  phrases 
Te.g,f  push  wagon)  In  response  to  verbal  cues  (e.g,,  "Show  me  push 
wagon /')^ 

Materia] s 

The  following  materials  were  used  In  Phase  Mi,  Part  !:  A 
car,  a  bus,  a  wagon,  a  ball,  a  balloon;  and  appropriate  data 
sheets. 

Arrangement 

Ss  were  seated  in  front  of  T.    The  materials  were  placed  In 
Action  Area  prior  to  the  beginning  of  Instruction. 

Part  2  -  When  presented  with  models  performing  actions  using  objects 
Te.g.«  The  teacher  pushing  a  wagon.)  students  will  label  the 
actions  using  verb-noun  phrases  In  response  to  the  cue  *'What  Is 
(teacher)  doing?")" 

Materials 

The  following  materials  were  used  In  Phase  lii.  Part  2:  A 
person  (I.e.,  teacher  aide)  to  perform  the  actions;  five 
objects  «  ball,  wagon,  car,  bus,  balloon;  and  appropriate 
data  sheets. 

Arrangement 

S.S  were  seated  at  a  table  In  front  of  T.    The  materials  had 
been  placed  In  the  Action  Area  prior  to  Instruction. 

Part  3  -  When  presented  with  pictures  depicting  actlonSt  students  will 
visually  discriminate  (touch)  an  action  picture  In  response  to 
printed  and  verbal  cues  (e.g.t  The  teacher  presents  the  word  card 
push  wagon  and  says,  ''These  are  the  words  push  wagon.    Touch  push 
wagon."). 

Materials 

The  following  materials  were  used  In  Phase  Mi,  Part  3: 
Eleven  picture  cards;  eleven  3x5  printed  word  cards  con- 
taining the  phrases  go  car,  push  car,  ride  car,  go  wagon, 
push  wagon,  ride  wagon,  go  bus,  push  bus,  ride  bus,  fly 
bal loon,  bounce  bal I ; and  appropriate  data  sheets. 

Arrangement 

S.S  were  seated  at  the  chartboard  In  front  of  T.    T  placed 
one  set  of  3  pictures  on  the  chartboard. 

Part  k  -  When  presented  with  pictures  that  represent  verb-noun  phrases, 

students  will  label  the  actions  in  response  to  the  verbal  cue 

"What  is  the  boy/girl  doing?" 
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Material s 

The  following  materials  were  used  In  Phase  ill,  Part  k: 
Eleven  teacher  prepared  picture  cards  and  appropriate 
data  sheets. 

Arrangement 

Ss  were  seated  at  a  table  in  front  of  T.    T  presented  to 
Ss  one  at  a  time  in  rotation. 

Part  5  -  When  presented  with  pictures  and  corresponding  word  cards 
in  front  of  the  pictures,  students  will  visually  discriminate 
word  cards  In  response  to  printed  and  verbal  cues  (e>g..  The 
teacher  presents  the  word  card  push  wagon  and  says t'^These  are 
The  words  push  wac}on.    Touch  the  words  push  wagon/"). 

Mater ials 

The  following  materials  were  used  In  Phase  ill,  Part  5: 
Eleven  teacher  prepared  picture  cards;  two  sets  of 
eleven  corresponding  word  cards  each  containing  the 
phrases  go  car,  ride  car,  push  car,  go  bus,  ride  bus, 
push  bus,  go  wagon,  ride  wagon,  push  wagon,  fly  bal loon, 
bounce  bal 1 ;  and  appropriate  data  sheets. 

Arrangement 

Ss  were  seated  at  the  chartboard  in  front  of  T.    T  placed 
TSet  I)  three  pictures  with  the  correspond! ng'^actTon 
phrases  placed  on  the  left  hand  corner  on  the  chartboard. 
T  presented  another  set  of  word  cards  and  pictures  to  each 

i- 

Part  6  «  When  presented  with  word  cards  that  represent  verb-noun 
phrases,  students  will  visually  discriminate  word  cards  in 
response  to  printjed  and  verbal  cues  (I.e.,  The  teacher  presents 
the  word  card  push  wagon  and  says,  "These  are  the  words  push 
wagon.    Touch  the  words  push  wagon."). 

Materials 

The  following  materials  were  used  in  Phase  Ml,  Part  6: 
Two  sets  of  word  cards  containing  eleven  action  phrases 
push  car,  go  car,  ride  car,  push  bus,  90  bus ,  ride  bus, 
push  wagon,  ride  wagon,  go  wagon,  fly  bal loon,  bounce 
bal 1 ;  and  appropriate  data  sheets. 

Arrangement 

Ss  were  seated  at  a  table  in  front  of  T.    T  placed  (Set  I) 
Three  word  cards  on  the  table  in  front  of  each  S.  T 
presented  a  word  card  from  the  second  set  to  each  S. 
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rt  7  -  When  presented  with  word  cards  that  represent  verb^noun 
Phrases,  students  will  visually  discriminate  one  word  card  In 
response  to  the  verbal  cue  "Touch  the  words  push  wagon."  and  will 
then  label  the  words  In  response  to  the  verbal  cue  "What  are 
these  words?" 

Materials 

The  following  materials  wpre  used  In  Phase  lii,  Part  7:  One 
set  of  eleven  word  cards  containing  the  phrases  go  car,  ride 
car,  push  car,  go  wagon,  push  wagon,  ride  wagon,  go  bus,  push 
bus,  ride  bus,  fly  balloon,  bounce  ball; and  appropriate  data 
sheets. 

Arrangement 

Ss  were  seated  at    a    large  table  In  front  of  T.    T  placed 
the  word  cards  on  the  table  for  S|  and  §2  and  on  the  chart- 
board  for  S3  and  S|^.    All  sets  (T-4)  were  presented  to  each 
S  In  rot^.Ton  (I.e.,  set  I  to  S | ,  set  2  to  Sg,  set  3  to  S3 
and  set  k  to  S^^). 

rt  8  -  When  presented  with  word  cards  that  represent  verb-noun 
phrases,  students  will  label  the  word  cards  In  response  to  the 
verbal  cue  "What  are  these  words?" 

Materials 

The  following  materials  were  used  in  Phase  Mi,  Part  8:  One 
set  of  eleven  word  cards  containing  the  phrases  push  wagon, 
go  wagon,  ride  wagon,  push  bus,  go  bu*^.  ride  bus,  push  car. 
go  car,  ride  car,  fly  balloon,  bounce  ball; and  appropriate 
data  sheets. 

Arrangement 

Ss  were  seated  at  a  large  table  In  front  of  T.  T  presented 
the  word  cards  to  each  S  In  rotation. 

rt  9  -  When  presented  with  word  cards  that  represent  verb-noun 
phrases,  students  will  label  the  word  cards  In  response  to  the 
verbal  cue  "What  are  these  words?"  and  then  demonstrate  compre- 
hension by  touching  a  picture  depleting  the  action  described  by 
the  verb-noun  phrase. 

Materials 

The  following  materials  were  used  In  Phase  III,  Part  9:  One 
set  of  eleven  word  cards;  one  set  of  eleven  pictures  that 
represent  selected  action  phrases  go  wagon,  go  bus,  go  car. 
ride  wagon,  ride  bus,  ride  car,  push  wagon,  push  bus,  push 
car,  fly  bal loon,  bounce  bal I ;and  appropriate  data  sheets. 
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Arrangement 

Ss  were  seated  at  the  chartboard  in  front  of  T.    T  placed  6 
pictures  on  the  chartboard.    T  placed  one  of  ?  word  cards  on 
the  chartboard.    T  changed  the  picture  and  the  cards. 

Part  10  -  When  presented  with  word  cards  that  represent  verb^'noun 

phrasest  students  will  label  the  words  In  response  to  the  verbal 
cues  "What  are  these  words?"  and  demonstrate  comprehension  by 
performing  the  actions  the  phrases  describe. 

Materials 

The  following  materials  were  used  In  Phase  Mi,  Part  10: 
Eleven  word  cards  that  contain  the  selected  action  phrases; 
five  objects  -  wagon,  car,  ball,  bus,  balloon; and  appro- 
priate  data  sheets. 

Arrangement 

The  objects  were  placed  in  the  Act  ion  Area  in  the  center  of 
the  room.  S^s  were  seated  at  the  large  table  In  front  of  T. 
T  presented  a  different  word  card  to  each  S,  rotating  until 
each  S  had  been  presented  II  word  cards. 

se  tV:    Teaching  students  to  label  printed  words  that  represent  selected 
adjectives  and  to  demonstrate  comprehension  of  the  words  by  touching 
the  adjectives  in  pictures. 

Part  I  -  When  presented  with  objects  (e.g.,  a  red  wagon)  students^  will 
describe  the  object  In  response  to  the  verbal  cue  ^'What  color/size 
Is  this?"    When  presented  with  a  picture  depicting  a  color/size, 
students  will  describe  the  picture  In  response  to  the  verbal  cue 
"What  color/size  is  this?" 

Material s 

The  following  materials  were  used  In  Phase  iVi  Part  1:  In 
part  (a)  eight  objects  that  represent  adjectives,  red  circle, 
green  car,  orange  marker,  blue  car,  little  bal 1 ,  big  ball , 
purple  car,  yel low  cuo;  eight  colored  and  sized  balloons;  in 
part  (b)  2  sized  and  6  colored  pieces  of  paper;  twelve 
pictures  of  colors  and  slzes;and  appropriate  data  sheets. 

Arrangement 

Ss  were  seated  at  a  large  table  in  the  front  of  the  room  in 
front  of  T.    The  colored  and  sized  objects  were  placed  on 
the  table  in  front  of  Ss  in  mixed  order. 
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Part  2  -  When  presented  with  a  grouw  of  objects,  students  will  vis*- 
uallv  discriminate  (touch)  one  obi ect  (e#q. t  a  red  wagon)  In 
response  to  printed  and  verbal  cues  (e,q#.  The  teacher  presents^ 
the  word  card  red  ind  says  "This  Is  the  color  word  red«    Tough  J 
the  color  red.")^    When  presented  with  a  picture  students  wtTI  / 
visually  discriminate  an  adjective  In  that  picture  In  resportse 
to  printed  and  verbal  cues  (e>g>.  The  teacher  presents  the  word 
card  red  and  says,  "This  Is  the  color  word  red«    Touch  the  color^"^ 
red,"). 

Materials 

The  following  materials  were  used  In  Phase  iv,  Part  2:  in 
part  (a)  eight  objects  that  represent  adjectives,  red 
circle,  green  car,  orange  marker,  blue  car,  1 Ittle  bal 1 , 
big  ball,  purple  car,  yel low  cup  and  eight  colored  and 
sized  balloons;  in  part  (b)  2  sized  and  v  colored  pieces 
of  paper;  pictures  of  colors  and  sizes;  8  3x5  cards 
containing  the  words  red,  green,  blue,  orange,  yellow, 
big,  purple,  little;  and  appropriate  data  sheets* 

Arrangement 

Ss  were  seated  at  a  large  table  In  the  front  of  the  room  In 
front  of  T#    The  colored  and  sized  objects  or  colored  and 
sized  pictures  were  placed  In  front  of  Ss  In  a  mixed  order. 
T  presented  one  word  card  at  a  time  in  rotation  to  each  S, 

Part  3  -  When  presented  with  a  group  of  objects  and  with  corresponding 
word  cards  In  front  of  the  objects,  students  will  visually  dis* 
criminate  words  In  response  to  printed  and  verbal  cues  (e#gt, 
1nr  teacher  presents  the  word  card  red  and  says,  "This  is  the 
color  word  red.    Touch  the  color  word*"red#")# 

Materials 

The  following  materials  were  used  in  Phase  iV,  Part  3: 
Eight  objects  that  represented  selected  adjectives,  big, 
I ittle.  red,  yel low,  blue,  orange,  green,  purple;  2  sets 
of  eight  3x5  cards  containing  the  eight  selected  color 
and  size  words;  and  appropriate  data  sheets. 

Arrangement 

^s  were  seated  at  a  table  in  the  front  of  the  room  in  front 
of  T.    The  eight  objects  with  ti.e  corresponding  word  card 
were  placed  on  the  table  In  front  of  Ss.    T  presented  a  word 
card  to  S ] •  -  - 

Part  k  -  When  presented  with  words  that  describe  objects,  students 
will  visually  discriminate  words  in  response  to  printed  and 
verbal  cues  (e.g*.  The  teacher  presents  the  word  card  red  and 
says.  "This  Is  the  color  word  red.    Touch  another  color  word 
red."). 
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Materials 

The  following  materials  were  used  In  Phase  IV,  Part  k:  Two 
sets  of  3  X  5  cards  containing  eight  selected  color  and  size 
words; and  appropriate  data  sheets. 

Arrangement 

Ss  were  seat'id  at  the  table  In  the  front  of  the  room.  T 
placed  one  set  of  the  word  cards  on  the  table  In  front  of 
i|  and  Sjg.    T  presented  one  word  card  to  S | .    Ss  3  and  k 
were  presented  the  word  cards  on  the  chartboard. 

Part  5  -  When  presented  with  words  that  describe  objects,  students  will 
visually  discriminate  words  In  response  to  the  verbal  cue  "Touch 
the  color  word  red."  and  will  label  the  words  In  response  to  the 
verbal  cu-3  "What  is  this  color/size  word?" 

Materials 

The  materials  used  In  Phase  IV,  Part  5  were  as  follows:  One 
set  of  3  X  5  word  cards  containing  eight  selected  color  and 
size  words;  and  expropriate  data  sheets. 

Arrangement 

Ss  were  seated  at  the  large  table  in  front  of  T.  T  placed 
the  word  cards  on  the  table  In  front  of  Sj  and  S,.  I  pre- 
sented the  verba)  cue.  T  presented  the  word  cards  to  Ss  3 
ard  k  on  the  chartboard. 

Part  6  -  When  presented  with  words  that  describe  objects,  students  will 
label  the  words  In  response  to  the  verbal  cue  "What  Is  this  color/ 
size  word?" 

Materials 

The  following  materials  were  used  In  Phase  IV,  Part  6:  Eight 
3x5  word  cards  containing  color  and  size  words;and  appro- 
priate data  sheets. 

Arrangement 

Ss  were  seated  at  the  table  in  front  of  T.    T  presented  the 
word  cards  to  the  Ss  In  rotation. 

Part  7  -  When  presented  with  words  that  describe  objects,  students  wMl 
label  words  in  response  to  the  verbal  cue  "What  Is  this  color/ 
size  word?"  and  will  demonstrate  comprehension  by  touching  an 
object  which  contains  the  adjective  in  response  to  the  verbal  cue 
"Touch  It," 
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Materials 

The  following  materials  were  used  in  Phase  iV,  Part  7:  Eight 
3x5  word  cards  that  contain  selected  color  and  size  words; 
eight  sets  of  objects-three  objects  in  each  set  (e.g.,  red 
ball,  blue  ball,  big  ball);  and  appropriate  data  sheets. 

Arrangement 

Ss  were  seated  at  a  table  in  front  of  T.    T  placed  3  objects 
in  front  of  S j .    T  presented  a  word  ca7d  to  S ^ . 

Part  8  -  When  presented  with  words  that  describe  objects,  students 
will  label  the  words  in  response  to  the  verbal  cues  "What  is 
this  color/size  word?''  and  will  demonstrate  comprehension  by 
touching  a  picture  containing  the  adjective  In  response  to  the 
verbal  cue  "Touch  it." 

Material s 

The  following  materials  were  used  in  Phase  iV,  Part  8: 
Eight  3x5  word  cards  containing  selected  color  and  size 
words;  12  picture  cards;  and  appropriate  data  sheets. 

Arrangement 

S^s  were  seated  at  a  table  In  front  of  T  in  the  Reading 
Corner.    One  corner  of  the  room,  containing  a  bookcase, 
table,  five  chairs,  a  chartboard  and  a  chalkboard,  was 
designated  as  the  Reading  Corner.    One  set  of  picture 
cards  was  placed  on  the  chartboard.    T  placed  one  word 
card  on  the  board. 

Phase  V:    Teaching  students  to  label  printed  words  that  represent  selected 
adjective  noun  phrases  (e.g^. ,  red  ball)  and  to  demonstrate  compre^^ 
hens  ion  of  the  printed  words  by  touching  pictures  of  adjective  noun 
phrases. 

Part  1  -  When  presented  with  objects  (e.g.t  red  wagon)  and  pictures 
that  depict  those  objects,  students  will  label  the  objects  and 
pictures  with  adjective  noun  phrases  in  response  to  the  verbal 
cue  "What  is  this?" 

Material s 

The  following  materials  were  used  in  Phase  V,  Part  1:  Ten 
objects  that  could  be  described  using  an  adjective  noun 
phrase;  one  set  of  pictures  that  could  be  described  using 
an  adjective  noun  phrase;  and  appropriate  data  sheets. 

Arrangement 

Ss  sat  in  the  Reading  Corner  at  a  table  in  front  of  T.  T 
placed  ten  objects  or  pictures  on  the  table  in  front  of  Ss, 
(red  ball,  purple  car,  green  balloon,  yellow  bus,  big  bus, 
red  wagon,  orange  balloon,  little  ball,  blue  car,  big  ball). 
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Part  2  -  When  presented  with  objects  and  pictures,  students  wMI  vis*' 
ually  discriminate  (touch)  oblects  or  pictures  In  response  to 
printed  and  verbal  cues  (e.g..  The  teacher  presents  the  word  card 
red  wagon  and  says,  "These  are  the  words  red  wagon.    Touch  a  red 
wagon."). 

Materials 

The  following  materials  were  utilized  in  Phas**  V.  Part  2: 
One  set  of  ten  objects  and  one  set  of  pictures  that  could 
be  described  using  the  above  adjective  noun  phrases;  and 
appropriate  data  sheets. 

Arrangement 

Ss  sat  in  the  Reading  Corner  In  front  of  T.    T  placed  the 
ten  objects  or  pictures  on  the  table  In  front  of  Sp  T 
presented  the  words  to  S^s  in  rotation. 

Part  3  -  When  presented  with  pictures  and  with  corresponding  printed 
words  in  front  of  the  pictures,  students  will  visually  discrim- 
Tnate  word  cards  in  response  to  printed  and  verbal  cues  (e.g.. 
The  teacher  presents  the  word  card  red  wagon  and  says,  "These  are 
the  words  red  wagon.    Touch  the  words  red  wagon."). 

Materials 

The  following  materials  were  utilized'  in  Phase  V»  Part  3: 
Pictures  that  represent  the  ten  adjectives;  two  sets  of 
3x5  cards  that  contain  adjective  noun  phrases;  and  appro- 
priate data  sheets. 

Arrangement 

Ss  were  seated  at  the  chartboard  in  the  Reading  Corner.  T 
placed  three  pictures,  with  the  corresponding  word  card  in 
the  left  hand  corner  of  the  picture,  on  the  chartboard.  T 
placed  another  word  card  on  the  top  of  the  chartboard. 

Part  k  -  When  presented  with  word  cards,  students  will  visually  dis- 
criminate appropriate  word  cards  In  response  to  printed  and  verbal 
cues (e.g. ,  The  teacher  presents  the  word  card  red  wagon  and  says, 
"These  arp  the  words  red  wagon.    Touch  the  words  red  wagon."). 

Materials 

The  following  materials  were  used  in  Phase  V,  Part  k:  Two 
sets  of  3  X  5  word  cards  that  contain  10  adjective  noun 
phrases;and  appropriate  data  sheets. 

Arrangement 

Ss  sat  In  front  of  the  chartboard  In  the  Reading  Corner.  T 
sat  to  the  side  of  the  chartboard  and  placed  five  word  cards 
on  the  chartboard.    T  presented  the  word  cards  in  rotation. 
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Part  S  -  When  presented  with  word  cards  contatnlnq  adjective  noun 
phrases,  students  will  vIsuaHv  dtscrlmtnate  a  word  card  tn  re* 
sponse  to  the  verbal  cue  '^Touch  the  words  red  wagon"  and  students 
wMl  label  the  words  \n  response  to  the  verbal  cue  'Vhat  are  those 
words?" 

Materials 

The  following  materials  were  used  In  Phase       Part  5:  Ten 
3x5  cards  that  contain  ten  adjective  noun  phrases,  and 
appropriate  data  sheets. 

Arrangement 

Ss  were  seated  at  the  chart board  In  the  Reading  Corner.  T 
placed  five  word  cards  on  the  chartboard. 

Part  6  -  When  presented  with  word  cards  containing  adjective  noun 

phrases^  students  will  label  the  words  In  response  to  the  verbal 
cue  'Vhat  are  these  words?" 

Materials 

The  following  materials  were  used  In  Phase  V,  Part  6:  One 
set  of  26  word  cards  that  contain  adjective  noun  phrases,  and 
appropriate  data  sheets. 

Arrangement 

Ss  were  seated  at  a  table  In  the  Reading  Corner.  T  presented 
26  word  cards  to  Ss  In  rotation. 

Part  7  -  When  presented  with  word  cards  containing  adjective  noun 

phrasest  students  will  label  the  words  In  response  to  the  verbal 
cue  "What  are  these  words?"  and  will  demonstrate  comprehension 
by  touching  an  object  represented  by  the  adjective  noun  phrase. 
In  response  to  the  verbal  cue  "Touch  It." 

Materials 

The  following  materials  were  used  In  Phase  V,  Part  7:  26 
printed  word  cards  and  30  objects  that  could  be  described 
using  adjective  noun  phrases;    and  appropriate  data  sheets. 

Arrangement 

S^s  were  seated  at  a  table  In  the  Reading  Corner  In  front  of 
T.    T  placed  severe!  objects  on  the  table  In  front  of  Ss. 
f  presented  the  word  cards  In  rotation.    T  changed  the  ob- 
jects an«i  the  word  cards  five  times  for  one  trial  of  26  word 
cards. 
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Part  8  -  When  presented  with  word  cards  containing  adjective  noun 

phrasest  students  will  label  the  words  In  response  to  the  "verbal 
cue  "What  are  these  words?^'  and  demonstrate  comprehension  by 
touching  a  picture  representing  the  adjective  noun  phrase  in 
response  to  the  verbal  cue  "Touch  lt»'' 

Materials 

The  materials  utilized  in  Phase  V,  Part  8  were  as  follows: 
26  word  cards  and  12  picture  cards  of  30  objects  tfiWfcould 
be  described  using  adjective  noun  phrases,  and  appropriate 
data  sheets. 

Arrangement 

Ss  were  seated  at  the  chartboard  In  the  Reading  Corner,  T 
placed  three  pictures  on  the  chartboard  and  pieced  one  word 
card  under  the  picture  cards.    T  varied  the  pictures  and 
the  word  cues  with  each  ^  until  2  trials  of  26  word  cards 
had  been  presented. 

Phase  V 1^ :    Teaching  students  to  label  printed  words  that  represent  selected 
direct  conffliands  (e.g.,  push  red  wagon)  and  to  demonstrate  comprehension 
of  those  printed  words  by  performing  the  directed  actions. 

Part  I  -  When  presented  with  word  cards  that  represent  direct  commands, 
students  will  visually  discriminate  (touch)  word  cards  In  re^ 
sponse  to  printed  and  verbal  cues  (e.g..  The  teacher  presents 
the  word  card  push  red  wagon  and  says^  ''These  are  words  push  red 
wagon.    Touch  the  words  push  red  wagon."). 

Materials 

The  following  materials  were  used  In  Phase  VI,  Part  I: 
Two  sets  of  3  X  5  cards  that  represent  10  direct  commands, 
push  red  wagon,  push  ye I  low  bus,  bounce  big  bal I ,  ride 
blue  car,  fly  orange  bal loon,  ride  yel low  bus,  bounce 
1 } ttle  bal I .  go  blue  car,  fly  green  balloon,  ride  red 
wagon ;  and  appropriate  data  sheets. 

Arrangement 

The  materials  were  presented  In  the  Reading  Corner.  The 
10  cords  were  divided  into  two  groups  of  5.  One  set  was 
placed  on  the  chartboard.    T  presented  a  like  set  to  S,] . 

Part  2  -  When  presented  with  word  cards  that  contain  direct  commands, 
students  will  visually  discriminate  word  cards  In  response  to  a 
verbal  cue  (e.g. ^  "Touch  the  words  push  red  wagon.")  and  will  label 
the  words  In  response  to  the  verbal  cue  "What  are  those  words?" 

Materials 

The  following  materials  were  used  in  Phase  Vi,  Part  2:  10 
word  cards  that  contain  printed  direct  commands,  ana  appro- 
priate data  sheets. 
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Arrangement 

Ss  were  seated  at  the  chartboard  In  the  Reading  Corner.  T 
placed  the  10  word  cards  on  the  chartboard  !n  two  sets  of*" 
5  each. 

Part  3  -  When  presented  with  word  cards  that  contain  direct  commands > 
students  will  label  the  words  In  response  to  the  verbal  cue 
"What  are  these  words?" 

Materials 

The  materials  used  In  Phase  VI,  Part  3  were  as  follows:  10 
word  cards  that  represent  selected  direct  commands »  and 
appropriate  data  sheets. 

Arrangement 

Ss  wers  seated  at  the  chartboard  In  the  Reading  Corner.  T 
placed  the  10  word  cards  on  the  chartboard  or  presented  the 
word  cards  in  rotation  to  each  S« 

Part  k  -  When  presented  with  word  cards  that  contain  direct  commands t 
students  will  label  the  words  In  response  to  the  verbal  cue  "What 
are  these  words?"  and  demonstrate  comprehension  by  touching  a  pic* 
ture  that  represents  the  direct  command  In  response  to  the  verbal 
cue  "Touch  a  picture  of  It." 

Materials 

The  following  materials  were  utilized  In  Phase  VI »  Part  k: 
113x5  word  cards  and  one  set  of  10  pictures  that  represent 
selected  direct  coimiands»  and  appropriate  data  sheets. 

Arrangement 

^s  sat  at  the  table  In  front  of  T  in  the  Reading  Corner.  T 
placed  3  pictures,  that  represent  one  set  of  3  different  verb 
actions  using  the  same  object,  on  the  chartboard  (e.g.,  push 
red  wagon,  go  red  wagon,  ride  red  wagon). 

Part  5  -  When  presented  with  word  cards  that  contain  direct  commands, 
students  will  label  the  words  in  response    o  the  verbal  cue  "What 
are  these  words?"  and  demonstrate  comprehunsion  by  performing 
appropriate  actions  In  response  to  the  verbal  cue  "Show  me"  or 
"Do  It." 

Materials 

The  following  materials  were  used  In  Phase  Vi,  Part  5:  10 
printed  word  cards;   15  objects  that  could  be  used  to  per- 
form the  actions  directed  by  the  10  commands; and  appropriate 
data  sheets. 


159 


Arrangement 

Ss  were  seated  In  the  Reading  Corner  and  the  objects  were 
placed  on  the  floor  and  on  a  table  In  the  Action  Area.  T 
presented  the  word  cards  to  each  S  In  rotation.  ^ 

Phase  VII;  Teaching  students  to  label  words  that  contain  selected  articles 
(e.g..  a.  an,  the)  and  to  demonstrate  understanding  that  If  an  article 
precedes  a  noun«  the  meaning  of  the  noun  Is  not  effected  (I.e.,  'Touch 
a  ball.''  communicates  the  same  Information  as  "Touch  ball."). 

Part  1  -  When  presented  with  word  cards  that  contain  articles,  students 
win  visually  discriminate  (touch)  word  cards  In  response  to 
printed  and  verbal  cues  (e.g..  The  teacher  presents  the  word  a 
and  says  "This  Is  the  word  a.    Touch  the  word  a.")  and  will  label 
articles' In  response  to  the  cue  "What  Is  this  word?" 

Materials 

The  following  materials  were  used  In  Phase  Vii,  Part  I:  Two 
sets  of  3  X  5  word  cards  that  represent  articles  a,  an,  the^ 
and;  and  appropriate  data  sheets. 

Arranciement 

Ss  were  seated  at  the  table  In  the  Reading  Corner.  The  four 
word  cards  were  placed  on  the  table  In  front  of  S^s.  T  pre- 
sented the  second  set  In  rotation  to.  S^s.  ^ 

Part  2  -  When  presented  with  word  cards  that  contain  articles,  students 
will  visually  discrimlnati  words  In  response  to  th;  verbal  cue 
"Touch  the  word  (a)"  and  will  label  words  I #>  response  to  the  verbat 
cue  "What  is  this  word?" 

Materials 

The  following  materials  were  used  In  Phase  VM,  Part  2:  Four 
cards  that  contain  the  words  a,  an,  the,  and;  and  appropriate 
data  sheets. 

Arrangement 

Ss  were  seated  at  the  table  In  the  Reading  Corner.    T  placed 
the  four  word  cards  on  the  table. 

Part  3  -  When  presented  with  word  cards  that  contain  articles,  students 
will  label  the  words  In  response  to  the  verbal  cue  ''What  Is  this 
word?" 

Materials 

The  following  materials  were  used  in  Phase  VM,  Part  3:  ^ 
word  cards,  a,  an,  the,  and;  and  appropriate  data  sheets. 
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Arrangement 

Ss  were  seated  at  the  table  In  the  Reading  Corner.    T  pre- 
sented the  word  cards  In  rotation. 

Part  k  -  When  presented  with  word  cards  that  contain  noun  phrases  (e.Q.. 
a  ball)    students  wMI  label  the  words  In  response  to  the  verbal 
cue  "What  are  these  words?" 

Materials 

The  following  materials  were  used  In  Phase*  VM,  Part  k:  Ten 
word  cards  that  represent  articles  paired  with  nouns »  and 
appropriate  data  sheets. 

Arrangement 

Ss  were  seated  In  the  Reading  Corner.    T  presented  the  pic- 
tures on  the  chartboard  or  on  the  table. 

Part  5  -  When  presented  with  word  cards  that  contain  adjective  phrases 
(e.g..  a  red  ball)    students  will  label  the  words  In  response  to 
the  verbal  cue  "What  are  these  words?"  and  demonstrate  comprehension 
by  touching  the  object  referred  to  In  the  phrase  In  response  to 
the  verbal  cue  "Touch  It." 

Materials 

The  Following  materials  were  used  In  Phase  VM,  Part  5:  Ten 
word  cards  that  represent  adjective  phrases:    a  bus,  a  ball . 
a  car,  a  balloon,  a  wagon,  the  bal 1 ,  the  car,  the  balloon, 
the  wapon,  the  bus;  and  appropriate  ^^ta  sheets. 

Arrangement 

Ss  were  seated  in  the  Reading  Corner.    T  placed  the  word  cards 
on  the  table  or  on  the  chartboard.    T  placed  several  objects 
on  the  table  in  front  of  S^s.    T  presented  a  word  card  to  each  S. 

Part  6  -  When  presented  with  word  cards  that  contain  adjective  phrases 
Te.g.,  a  red  ball)    students  will  label  the  words  in  response  to 
the  verbal  cue  "What  are  these  words?"  and  demonstrate  comprehension 
by  touching  the  object  referred  to  In  the  phrase  In  response  to  the 
verbal  cue  "Touch  it." 

Materials 

The  following  materials  were  used  In  Phase  Vil,  Part  6:  12 
3x5  word  cards  that  represent  adjective  noun  phrases; 
12  sets  of  objects,  three  objects  In  each  set;  and  appro- 
priate data  sheets. 
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Arrangement 

Ss  were  seated  al  a  table  in  front  of  the  chartboard  in  the 
Reading  Corner,    T  placed  one  word  card  on  the  chartboard. 
T  placed  5  pictures  on  the  chartboard. 

Part  7  -  When  presented  with  word  cards  that  contain  direct  commands 
Te>g.,  Bounce  a/an/the  orange  ball. students  will  label  the 
words  In  response  to  the  verbal  cue  "What  are  these  words?"  and 
demonstrate  comprehension  by  selectinc}  the  object  and  performing 
the  act  Ion. 

Materials 

The  following  materials  were  used  In  Phase  VII,  Part  7:  Ten 
word  cards  that  contain  direct  command;  twenty  objects  to 
use  to  demonstrate  comprehension  of  the  sentence  and  appro- 
priate data  sheets. 

Arrangement 

^s  were  seated  In  the  Reading  Corner.    T  placed  the  word 
cards  on  the  chartboard.    T  placed  a  set  of  objects  on  the 
table  in  front  of  Ss.    T  pointed  to  one  word  card. 

Phase  VIM;    Teaching  students  to  lu    1  printed  words  that  represent 

selected^proper  names  (jB-g.,  Tom)  and  to  demonstrate  com|3rehension 
of  the  proper  names  by  touchinp  individuals  of  those  names. 

Part  1  -  When  presented  with  a  group  of  classmates,  students  will 
visually  discriminate  (touch)  self  and  classmates  In  response 
to  verbal  name  cues  (e.g..  "Touch  Tom.^f! 

Materials 

The  following  materials  were  used  in  Phase  VMI,  Part  1:  k 
Ss.  a  teacher  aide,  and  appropriate  data  sheets. 

Arrangement 

S,l  was  seated  next  to  T  In  the  back  of  the  room.    The  stu- 
dents and  one  teacher  aide  stood  in  a  line  in  the  back  of 
the  room.    T  gave  the  verbal  direction  to  S j . 

Part  2  -  When  presented  with  a  classmate,  students  will  make  a  proper 
name  response  In  response  to  the  verbal  cue  "Who  is  this?" 

Materials  and  Arrangement 

The  same  materials  and  the  same  instructional  arrangement 
for  Phase  VIM,  Part  I  were  used  in  Phase  VMI,  Part  2. 

Part  3  -  When  presented  with  word  cards  that  contain  proper  names,  stu- 
dents will  visually  dlscr»minate  words  In  response  to  printed  and 
verbal  cues  (e>g..  The  teacher  presents  a  word  card  and  says  -'This 
is  the  word  Tom.    Touch  another  word  Tom.")  and  will  label  the  word 
^  in  response  to  the  cue  "What  Is  this  word?" 
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Materials 

The  following  materials  were  used  in  Phase  Viil,  Part  3: 
Eight  proper  name  word  cards,  four  students, and  appropriate 
data  sheets. 

Arrangement 

Ss  were  seated  at  a  table  In  the  front  of  the  room.  T 
placed  one  set  of  printed  word  cards  on  the  table. 

Part  k  -  When  presented  with  word  cards  that  contain  proper  names, 
students  will  label  the  words  in  response  to  the  verbal  cue 
"What  Is  this  word?" 

Materials 

The  following  materials  were  used  in  Phase  VIII,  Part  ki 
Four  proper  name  word  cards  and  appropriate  data  sheets. 

Arrangement 

Ss  were  seated  In  chairs  In  front  of  T  In  the  back  of  the 
7ocm.  T  presented  the  word  cards  one  by  one  to  each  S,  in 
rotation. 

Part  5  -  When  presented  with  sentence  cards,  students  will  label  the 
sentences  and  will  demonstrate  cotm>rehension  by  performing  the 
actions  directed  by  the  sentences. 

Materials  '  ' 

The  following  instructional  materials  were  used  In  Phase 
VIM,  Part  5:    Four  proper  name  word  cards;  the  students; 
one  teacher  aide;  and  appropriate  data  sheets. 

Arrangement 

The  materials  were  used  in  the  same  instructional  arrange- 
ment as  Phase  VIII,  Part  2.    The  printed  word  cards  were 
presented  to  each  S  In  rotation. 

Phase  IX:    Teaching  students  to  label  printed  words  In  selected  sentences 
TeTg.t  proper  name,  verb,  article,  adjective,  noun  or  "Tom,  bounce  the 
red  ball.")  and  to  demonstrate  comprenenslon  by  performing  the  actions 
directed  by  the  sentences. 

Part  I  -  When  presented  with  sentence  cards,  students  will  visually 

discriminate  (touch)  specific  sentences  in  response  to  visual  and 
verbal  cues  (e.g..  The  teacher  presents  a  sentence  card  and  says, 
"This  sentence  Is  Nancy,  push  the  red  wagon.    Touch  another 
sentence  1 1  ke  It  J*T. 
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Materials 


The  following  Instructional  materials  were  used  in  Phase  IX, 
Part  I:    Two  sets  of  eleven  sentences  that  represent  selected 
direct  commands,  and  appropriate  data  sheets. 


Sentences : 


Don,  push  the  red  wagon. 

Don,  fly  an  orange  balloon. 

Don,  ride  the  yellow  bus. 

Don,  push  the  purple  car. 

Don,  bounce  the  little  ball. 


Don,  go  bounce  the  big  red  ball 

Don,  fly  the  green  balloon. 

Don,  ride  the  red  wagon. 

Don,  go  push  the  red  wagon. 

Don,  ride  the  blue  car. 

Don,  push  the  big  yellow  bus. 


Arrangement 

•  S^s  were  seated  In  the  Reading  Corner.    T  placed  five  sentences 
on  the  chartboard.    T  presented  a  duplicate  of  one  of  the 
sentences  and  used  the  cues  stated  in  Part  I. 


Part  2  -  When  presented  with  sentence  cards,  students  will  visually 
discriminate  specific  sentences  In  response  to  the  verbal  cue 
^Touch  the  sentence  Nancy,  push  the  red  wagon."  and  label  the 
sentence  in  response  to  the  verbal  cue  "Read  that  sentence." 


Materials 

The  following  materials  were  used  in  Phase  iX,  Part  2: 
Eleven  sentences  that  represent  selected  direct  commands, 
and  appropriate  da  a  sheets. 


Arrangement 


The  materials  were  presented  in  the  same  manner  as  in  Phase 
IX,  Part  I. 


Part  3  -  When  presented  with  sentence  cards,  students  will  label  the 
sentences  in  response  to  the  verbal  cue  "Read  this  sentence." 


Materials 


The  following  materials  v/ere  used  in  Phase  IX,  Part  3: 
Eleven  printed  sentences  that  represent  selected  direct 
commands,  and  appropriate  data  sheets. 


Arrangement 


The  same  instructional  arrangement  that  was  used  In  Phase 
IX,  Part  2  was  used  in  Phase  IX,  Part  3. 


Part  k  -  When  presented  with  sentence  cardSy  students  will  label  the 
sentences  and  will  demonstrate  comprehension  by  performing  the 
actions  directed  by  the  sentences. 


164 


Materials 


The  following  materials  were  used  in  Phase  IX,  Part  3-' 
Eleven  sentences  that  represent  selected  direct  commands; 
a  set  of  28  objects  from  which  S,s  could  select  to  demon- 
strate comprehension  of  the  sentences;  and  appropriate 
data  sheets. 


Arrangement 

The  sentences  were  presented  to  S.s  in  the  Reading  Corner. 
Ss  could  select  materials  from  the  table  or  the  floor  and 
demonstrate  comprehension  by  performing  the  action  in  the 
Action  Area. 

se  X:    Teaching  students  to  label  chart  stories  and  to  demonstrate  com- 
prehension by  performing  the  actions  directed  by  the  stories. 

Part  I  -  When  presented  with  a  chart  story  containing  phrases  and 

sentences,  students  will  label  the  words  In  the  chart  story  and 
demonstrate  comprehension  by  performing  the  actions  directed  by 
the  stories  in  response  to  the  verbal  cues  "Read  the  story.  Do 
what  the  story  tells  you  to  do." 

Materials 


The  following  materials  were  used  in  Phase  X,  Part  I: 
Seven  different  chart  stories;  fifteen  objects  placed 
in  the  Action  Area;  and  appropriate  data  sheets. 


Chart  Stories 


Chart  Story  !  -      The  Balloon 

The  orange  balloon. 

The  green  and  yellow  balloon. 

Fly.  fly.  fly. 

Ron.  fly  the  orange  balloon. 

Chart  Story  2  -      A  Car 

A  green  car. 

A  purple  car. 

Go  I ittle  purple  car. 

Go  I ittle  green  car. 

Go  Don.  push  the  little  purple  car. 


Chart  Story  3  -      The  Ball 

The  blue  bal I . 

The  little  blue  ball. 

Bounce,  bounce  little  ball. 

Mary,  bounce  the  little  blue  ball. 

Chart  Story  k  -  Go 

Little  yel low  car. 

Big  yellow  bus. 

Go  little  car.    Go  big  bus. 

Go  Ron.  push  the  big  yellow  bus. 
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Chart  Story  5  -       A  Ball 

A  big  ball . 


A  little  ball. 

Bounce  the  big  bal 1 . 

Bounce  the  1 ittle  bal 1 . 

Roger 9  bounce  the  big  red  ball. 


Chart  Story  6  -       The  Ride 

The  bus. 


The  bfg  bus. 

The  big  yel low  bus. 

Go  big  yel low  bus. 

Go  Pete,  ride  the  big  yellow  bus. 


Chart  Story  7  -       The  Wagon 
•    '  The  big  wagon 


The  big  red  wagon. 
Ride  the  r\£<i  wagon. 
Push  the  red  wagon. 
Nancy 9  push  the  big  and  red  wagon. 


Arrangement 


Ss  were  seated  in  the  Reading  Corner  next  to  the  chart board. 
Ss  were  required  to  label  the  words  in  the  chart  story » 
select  an  object^and  perform  the  action  in  the  Action  Area. 

Phase  XI :    Teaching  students  to  label  selected  printed  sentences  which  con^' 
tain  selected  prepositional  phrases  (e.g.,  proper  name  verb  artlcfe 
noun  preposition  article  noun,  or  Don,  put  the  ball  In  the  cup.)  and 
demonstrate  comprehension  by  performing  the  actions  directed  by  the 
sentences. 

Part  1  •  When  presented  with  verbal  sentences  which  contain  prepositional 
phrases,  students  will  perform  the  actions  directed  by  the  verbal 
sentences  (e.g.,  "Don,  put  the  ball  In  the  cup."). 

Materials 

The  following  materials  were  used  In  Phase  XI,  Part  1:  Four 
cups,  four  little  balls, and  appropriate  data  sheets. 

Arrangement 

T  presented  the  materials  to  S^s  at  the  table  In  the  Rejading 
Corner. 

Part  2  -  When  presented  with  word  cards  that  contain  prepositions  and 
verbs,  students  will  label  those  words  In  response  to  the  verbal 
cue  "What  is  this  word?"  ^ 


^  The  verb  is  Is  introduced  here  along  v;ith  regular  action  verbs. 
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Materials 


The  following  materials  were  used  in  Phase  XI,  Part  2: 
Seventeen  word  cards  that  represent  prepositions,  new 
verbs,  new  nouns;  and  appropriate  data  sheets. 


Prepositions 

Verbs 

Nouns 

1 n-out 

bring 

cup 

to-f rom 

get 

sink 

on-of f 

give 

table 

of 

take 

put 

pick  up 

ii|sii 

Arrangement 

T  presented  the  materials  to  Ss  at  the  table  in  the  Reatdtng 

Corner, 

" 

Part  3  -  When  presented  with  sentence  cards  that  contain  prepositional 
phrases,  students  will  label  the  sentences  In  response  to  thg 
verbal  cue  "Read  the  sentences," 

Materials 

The  following  materials  were  used  In  Phase  Xi»  Part  3: 

Nineteen  directive  sentences  that  contain  prepositional 

phrases»and  appropriate  data  sheets. 

Sentences : 

Set  A 

put  the  ball  In  the  cup. 
take  the  ball  out  of  the  cup. 
put  the  cup  in  the  sink, 
take  the  cup  out  of  the  sink, 
put  the  ball  In  the  bus. 
take  the  ball  out  of  the  bus. 

Set  B 

Dan,  take  the  cup  off  the  table. 

Dan»  put  the  cup  on  the  table. 

Dan»  take  the  ball  off  the  bus. 

Dan»  put  the  ball  on  the  bus. 

Dan»  take  the  ball  off  the  table. 

Ddn»  put  the  ball  on  the  table. 

Dan 9  pick  up  the  ball. 


Dan  9 
Dan» 
Dan» 
Dan» 
Dan» 
Dan, 
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Set  C 

Dan,  g!ve  the  ball  to  Ron. 

Dan,  get  the  ball  from  the  bus. 

Dan,  get  the  cup  from  the  sink. 

Dan,  take  the  cup  to  the  sink. 

Dan,  give  the  cup  to  Ron. 

Dan,  get  the  cup  from  Ron. 

Arrangement 

T  presented  the  materials  to  Ss  at  the  chartboard  In  the 
Reading  Corner. 

Part  k  -  When  presented  with  sentences  which  contain  prepositional 
phrases  (e.g. t  Don,  put  the  red  ball  in  the  wagon.),  students 
will  label  and  demonstrate  comprehension  by  performing  the 
actions  directed  by  the  sentences. 

Materials 

The  following  materials  were  used  in  Phase  XI,  Part  k: 
Nineteen  directive  sentences  that  contain  prepositional 
phrases;  15  different  objects  placed  on  the  table  and  the 
floor  In  the  Act  Ion  Area;  and  appropriate  data  sheets. 

Arrangement 

T  presented  the  materials  to  Ss  at  the  chartboard  In  the 
Reading  Corner. 

Phase  Xi  I :  Teaching  students  to  label  chart  stories  which  contain  sen*" 
tences  with  prepositional  phrases  and  to  demonstrate  comprehension 
by  performing  the  actions  directed  by  the  stories. 

Part  I  -  When  presented  a  chart  story  with  sentences  containing 
prepositional  phrases,  students  will  label  the  words  In  the 
chart  story  and  demonstrate  comprehension  by  performing  the 
action  directed  by  the  story  In  response  to  the  verbal  cue 
"Read  the  story.    Do  what  the  story  tells  you  to  do." 

Materials 

The  following  instructional  materials  were  used  In  Phase 
XII,  Part  I:    Six  different  chart  stories  which  contain 
sentences  with  preposi t i(»nal  phrases;  various  objects 
placed  in  the  Action  Area;  and  appropriate  data  sheets. 

Chart  Stories 

Set  I  (8-9-10) 

The  Ball 

The  bdl 1  is  red. 

The  bal I  is  yel low. 

The  red  ball  is  on  the  table. 

Ron,  give  the  red  ball  to  Dan. 
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The  Sink 

The  cup  is  big. 
The  cup  is  blue. 

The  big  blue  cup  Is  In  the  sink. 

Dan,  get  the  big  blue  cup  from  the  sink. 

The  Ball  and  the  Cup 

The  bal I     >  green. 

The  cup  is  blue. 

The  bal I  is  In  the  cup. 

Ron,  take  the  ball  out  of  the  cup. 

Set  2  (11-12-13) 

Orange  and  Red 

The  bal I  is  orange. 

The  cup  is  red. 

Dan,  give  the  ball  to  Ron. 

Dan,  take  the  cup  to  the  sink. 

The  Cup  and  the  Bal 1 

The  cup  Is  on  the  table 
The  bal I  Is  in  the  cup. 
Nancy,  give  the  ball  to  Dan. 
Nancy,  give  the  cup  to  Johnson. 

Push  the  Wagon 

The  big  balloon  is  In  the  bus. 
The  little  balloon  Is  In  the  wagon. 
Ron,  put  the  balloon  in  the  bus. 
Ron,  push  the  wagon  to  Nancy. 

Arrangement 

Ss  were  seated  In  the  Reading  Corner  in  front  of  the  chart- 
board.    Ss  were  required  to  select  an  object  from  the  Action 
Area  and  demonstrate  the  action. 


In  addition  to  data  sheets,  samples  of  which  are  included  in 
the  Appendix  B,  consumable  relnforcers  In  the  form  of  water, 
juice,  pretzels,  dry  cereal,  a  toy  camera,  and  a  Kaliadoscope 
were  used.    As  the  program  progressed.  Si  and  S2  responded  to 
social  reinforcement  In  the  form  of  ''Wowr',  ''Good  job," 
"Super!"  and  whistles. 
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TEACHING  PROCEDURES 


Phase  I ;    Teaching  students  to  label  printed  words  that  represent  selected  objects 
Te.q..  Q:    What  Is  this  word?    A;    Wagon)  and  to  demonstrate  comprehension 
of  the  printed  words  bVtouchinq  it  in  response  to  a  verbal  cue  (e.g.. 
Touch  It). 

Phase  Design:  Phase  I  consists  of  seven  parts.  Part  7  embodies  the  cri- 
terion responses.  The  design  used  to  teach  and  verify  criterion  re- 
sponding is  as  follows: 

A)  Measure  the  sl<ins  required  In  Part  7 

B)  Measure  the  slcills  required  In  Parts  6,  5,       3.  2  and  I 

C)  Teach  the  skills  required  in  Part  1 

D)  Teach  the  skills  required  in  Part  2 

E)  Teach  the  skills  required  in  Part  3 

F)  Teach  the  skills  required  in  Part  h 

G)  Teach  the  skills  required  in  Part  5 

H)  Teach  the  skills  required  In  Part  6 

I)  Measure  the  skills  required  in  Part  7 
J)  Teach  the  skills  required  In  Part  7 

Phase  I .  Part  1 ;    When  presented  with  an  object,  students  will  label  the  object 
in  response  to  the  verbal  cue  "What  Is  this?" 

Basel  I ne  Measures  were  obtained  using  the  following  procedures-    Ss  were 
seated  at  a  table  facing  T.    T  placed  5  objects  on  the  table  In  front 
of  Ss  and  said,  "Sp  what  is  this?"    If  S]  responded  correctly  or  in- 
correctly, T  recorded  the  response  without  Indicating  the  accuracy  of 
the  response.    All  responses  were  followed  by  the  neutrally  spoken 
"Thank  you."    T  then  presented  a  different  object  to  S2f  etc.  This 
procedure  was  Implemented  until  each  S  had  two  opportunities  to  label 
each  of  the  5  objects. 


Teaching  Procedures 

Step  1  -  Ss  were  seated  at  a  table  directly  in  front  of  T.    T  placed 
one  of  the  5  objects  on  the  table  in  front  of  S]  and  said,  "S | , 
what  is  this?"    If  S]  correctly  labeled  the  object, T  smiled, 
said  "Good,  etc.i'  issued  a  consumable  consequence,  recorded  a 
correct  response, and  presented  a  different  object  to  $2* 

Step  2  -  If  St  made  no  response  or  made  an  incorrect  response,  T 

said,  "No!"  repeated  the  cue,  "S] ,  what  is  this?"  and  verbally 
modeled  the  correct  response  "This  is  a  wagon."     T  then  re- 
peated the  cue,  "Si,  what  Is  this?"    If  Sj  cDrrectly  imitated 
the  verbal  model,  T  smiled  and  said, "Good,  etc.,"  recorded  "M" 
on  the  data  sheet,  did  not  deliver  a  consumable  consequence,  and 
presented  a  different  object  to  5.2.  etc. 

Step  3  -  If  Si  still  made  no  response  or  made  an  Incorrect  response, 
T  said,  "No.    This  is  a  wagon."  recorded  an  incorrect  response, 
and  teaching  was  terminated.    S2  was  then  given  a  different 
object  to  label,  etc. 
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These  procedures  were  implemented  until  each  S  labeled  each  of 
the  five  objects  on  two  consecutive  occasions  without  assistance 
from  T. 

Phase  \ .  Part  2:  When  presented  a  group  of  objects  students  will  visually  dis* 
criminate  (touch)  one  object  in  response  to  printed  and  verbal  cues  (e.g,T 
The  teacher  presents  a  word  card  upon  which  the  word  wagon  is  printed  and~ 
says^  *'This  Is  the  word  wagon >    Touch  a  wagon*")* 

Baseline  measures  were  obtained  using  the  following  procedures:    S_s  were 
seated  at  a  table  in  front  of  T.    T  placed  5  objects  on  the  table  in 
front  of  S,] ,  presented  a  printed  word  card,  and  said,  ''^| ,  this  Is 
the  word  wagon.    Touch  a  wagon.'*    If  S]  did  or  did  not  touch  a  wagon, 
T  recorded  the  response  without  indicating  the  accuracy  of  the  re«* 
sponse.    All  responses  were  followed  by  the  neutrally  spoken  "Thank 
you."    T  then  presented  a  different  word  card  to  $2$  etc.    This  pro- 
cedure was  implemented  until  each     had  two  opportunities  to  touch 
the  5  objects  in  response  to  the  verbal  and  printed  word  cues. 

Teaching  Procedures 

Step  I  •  Ss  were  seated  at  a  table  In  front  of  T.    T  placed  5  objects 
on  the  table  in  front  of     ,  presented  a  word  card,  and  said, 
"S j ,  this  is  the  word  wagon .    Touch  a  wagon."    if  S_|  responded 
by  touching  the  correct  object,  T  smiled,  said  "Good  touching 
S,],"  issued  a  consumable  conseguence,  recorded  a  correct  re- 
sponse and  presented  a  different  word  card  to  ^^c* 

Step  2  -  if  S|  made  no  response  or  mads  an  Incorrect  response,  T 

said,  "Not"  presented  the  word  card  again,  and  said,  "J> | ,  this 
is  the  word  wagon.    Touch  a  wagon."  as  T  touched  the  correct 
object.    T  then  presented  the  word  card  again,  and  said,  "S.| , 
this  Is  the  word  wagon .    Touch  a  wagon."    If  S|  responded 
correctly  by  touching  the  wagon,  T  smiled,  said  "Good  touch- 
ing," recorded  "M"  on  the  data  sheet,  did  not  deliver  a  con- 
sumable conseguence,  and  presented  a  different  word  card  to 
S^2>  etc. 

Step  3      1^  S|  still  made  no  response  or  made  an  incorrect  response, 
T  said,^"No!"  presented  the  word  again,  and  said,  "^] ,  this  is 
the  word  wagon.    Touch  a  wagon"  as  T  primed  (physically  guided) 
the  correct  response  by  moving  S]*s  hand  until  it  touched  the 
correct  object,  recorded  a  "P"  on  the  data  sheet,  did  not  deliver 
a  consumable  consequence,  and  presented  a  different  word  card  to 
12,  etc. 

These  procedures  were  implemented  until  each  1  touched  each  of 
the  five  objects  In  response  to  verbal  and  printed  word  cues, 
on  2  consecutive  occasions  without  assistance  from  T. 

Phase  \  >  Part  3 :    When  presented  with  a  group  of  objects  and  with  the  corres- 
ponding word  cards  In  front  of  the  objects,  students  will  visually  dis- 
criminate word  cards  In  response  to  printed  and  verbal  cues  (e.g..  The 
teacher  presents  a  word  card  and  says,  "This  is  the  word  wagon.  Touch 

another  word  wagon."). 
o   
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Baseline  measures  were  obtained  usfng  the  following  procedures-    Ss  were 
seated  at  a  table  In  front  of  T.    T  placed  5  objects  and  the  corre- 
sponding word  cards  for  each  object  on  the  table  in  front  of  S| .  T 
presented  a  word  card  and  said,  "Sp  this  is  the  word  wagon.  Touch 
another  word  wagon.'*    If  Sj  correctly  or  Incorrectly  responded,  T 
recorded  the  response  without  Indicating  the  accuracy  of  the  response. 
All  responses  were  followed  by  the  neutrally  spoken  ''Thank  you."  T 
then  presented  a  different  word  card  to  $2$  etc.    Baseline  measures 
were  concluded  when  each  S  had  two  opportunities  to  respond  to  each 
of  the  5  word  cards. 

Teaching  Procedures 

Step  I  -  Ss  were  seated  at  a  table  directly  In  front  of  T.    T  placed 
S  objects  and  the  corresponding  word  cards  on  the  table  In  front 
1| '    I  presented  a  wore!  card  and  said,  "S | ,  this  Is  the  word 
wagon.    Touch  another  word  wagon."    If  S|  correctly  responded  by 
touching  the  correct  word,  T  smiled  and  sald,"Good  touching  word 
wagon ,  Sj."  Issued  a  consumable  consequence,  recorded  a  correct 
response, and  presented  a  different  word  to  etc. 

Step  2  -  If  S|  made  no  response  or  made  an  Incorrect  response,  T  said, 
"No!"    presented  the  word  card  again  and  sald,"Sp  this  Is  the 
word  wagon .    Touch  another  word  wagon."  as  T  touched  the  correct 
word.    T  again  presented  the  word  card  and  repeated  the  cue,  "Sp 
this  Is  the  word  wagon .    Touch  another  word  wagon."    If  S^  re- 
sponded correctly  by  touching  the  word  wagon,  T  smiled,  said 
"Good  touching  the  word  wagon,"  recorded  "ff'  on  the  data  sheet, 
did  not  Issue  a  consumable  consequence, and  presented  a  different 
word  card  to  Sj^t  etc. 

Step  3  -  If  S|  made  no  response  or  made  an  Incorrect  response,  T  said, 
"No!"    presented  the  word  card  again, and  sald,"Sp  this  Is  the 
word  wagon .    Touch  another  word  wagon,"  as  T  primed  the  correct 
response  by  moving  Si's  hand  until  it  touched  the  correct  word 
card.    T  then  said, "This  Is  the  word  wagon.    Sp  touch  the  word 
wagon."  recorded  the  response  "P"  on  the  data  sheet,  did  not 
deliver  a  consumable  consequence, and  presented  a  different  word 
card  to  S2»  etc. 

These  procedures  were  followed  until  each  S  touched  each  of  the 
3  word  cards  correctly  without  assistance  from  T  on  2  consecutive 
occasions. 

Phase  I ,  Part  ^:    When  presented  with  words  that  represent  objects,  students  will 
visually  discriminate  words  In  response  to  printed  and  verbal  cues  (e.g77 
The  teacher  presents  a  word  card  and  says.  "This  Is  the  word  wagon.  Touch 
another  word  wagon."). 

Basel  Ine  measures  were  obtained  using  the  following  procedures:    S,s  were 
seated  at  a  table  In  front  of  T.    T  placed  5  word  cards  on  the  table 
in  front  of  Si.    T  presented  a  word  card  and  said,  "S | ,  this  is  the' 

word  wa^on.    Touch  another  word  wagon."    If  Sj  responded  correctly  or 
Incorrectly,  T  recorded  the  response  without  indicating  the  accuracy 

of  the  response  by  following  the  response  with  a  neutrally  spoken 
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*'Thank  youJ*    T  then  presented  a  different  word  to        etc.  Baseline 
procedures  were  concluded  when  each  S  had  two  opportunities  to  respond 
to  each  of  5  word  cards. 

Teaching  Procedures 

Step  1  -  Ss  were  seated  at  a  table  In  front  of  T.    T  placed  5  word 

cards  In  a  row  in  front  of  S j .    T  presented  a  word  card  and  said, 
•*Sj,  this  Is  the  word  wagon.    '1  uch  another  word  wagon."    If  S| 
responded  correctly,  T  smiled,  bald  '*Good  touching  the  word  wagon  J' 
issued  a  consumable  consequence,  recorded  a  correct  response,  and 
presented  a  different  word  card  to  etc. 

Step  2  -  If  S|  did  not  make  a  response  or  made  an  Incorrect  response, 
T  sald|*'No!*'    presented  the  word  card  again, and  said,  *'Sj ,  this 
is  the  word  wagon .    Touch  another  word  wagon."  as  T  toucned  the 
correct  word.    T  presented  the  word  card  and  repeated  the  verbal 
cue,  "Sp  this  Is  the  word  wagon .    Touch  another  word  wagon."  If 
S|  responded  by  correctly  touching  the  word  wagon ,  T  smiled,  said 
"Good  touching  word  wagon,"  recorded  "M"  on  the  data  sheet,  did 
not  Issue  a  consumable  consequence^and  presented  a  different  word 
card  to  Sgt  etc. 

Step  3  -  If  Si  still  made  no  response  or  made  an  Incorrect  response,  T 
saldt'^Nol"    presented  the  word  card  agaln^and  said,  "Sp  this  is 
the  word  wagon .    Touch  another  word  wagon."  as  T  primed  the  correct 
response  by  moving  Si's  hand  until  It  touched  the  correct  word 
card.    T  said, "This  is  the  word  wagon.    Sj  touch  the  word  wagon." 
J  recorded  the  response  "P"  on  the  data  sheet,  did  not  deliver  a 

consumable  consequence, and  presented  a  different  word  card  to 

S^2» 

These  procedures  were  Implemented  until  each  S  touched  each  of  the 
5  correct  word  cards  on  two  consecutive  occasions  without  assistance 
from  T. 

Phase  I ,  Part  5 :    When  presented  with  words  that  represent  objects  students^  wl  1 1 
visually  discriminate  words  In  response  to  the  verbal  cue,  "Touch  the  word 
wagc^n."  and  will  label  the  word  in  response  to  the  verbal  cue  "Wha»  Is  this 
worct?" 

Baseline  measures  were  obtained  using  the  following  procedures-    Ss  w^^re 
«;eated  at  a  table  in  front  of  T.    T  placed  5  word  cards  in  front  of 
Sj  and  said,  "S|  touch  the  word  wagon."    If  S|  correctly  touched  the 
word,  T  said, "What  is  that  word?"    If  S|  did  not  touch  the  word,T  said, 
"Thank  you."    T  recorded  the  responses  without  indicating  the  accuracy 
of  the  responses.    All  responses  were  followed  by  the  neutrally  spoken 
"Thank  you."    T  presented  a  different  verbal  cue  to        etc.  Baseline 
me3sures  were  concluded  when  each  S,  had  two  opportunities  to  respond  to 
each  of  5  word  cards. 

Teaching  Procedures 

-  Step  1  -  Ss  were  seated  at  a  table  in  front  of  T.    T  placed  the  5  word 
cards  In  a  row  directly  in  front  of  S| .    T  said,  "S { ,  touch  the 
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word  wagon."    If  Sj  correctly  responded,  T  smiled  and  said, 
''Good  S I ,  what  is  that  word?*'    If  S|  made  a  correct  touching 
and  labeling  response,  T  said,  "Good  Sj recorded  correct 
responses.  Issued  a  consumable  consequence,  and  presented  a 
different  verbal  cue  to 

Step  2a  -  If  Sj  did  not  res'^ond  correctly  or  made  no  response,  T  said, 
"No!    S^j ,  touch  the  wo*  '  wagon."  as  T  modeled  the  correct  re- 
sponse by  touching  the  c    rect  word.    T  repeated  the  verbal  cue, 
"S 1 ,  touch  the  word  wac^on."    If  S|  touched  the  word  wagon,  T 
smiled,  said  "Gooo  touching  word  wagon,"  recorded  "M"  on  the 
data  sheet,  did  not  issue  a  consumable  consequence,  and  pre- 
sented the  verbal  cue,  "What  is  this  word?"    If  Sj  responded 
correctly,  T  recorded  a  correct  labeling  response,  and  said 
"Good  S I ,  wagon."    T  then  presented  a  different  verbal  cue  to 
etc. 

Step  2b  -  If  S|  did  not  respond  correctly  or  made  no  response,  T 

said,  "No!"    T  repeated  the  cue  "S ] ,  touch  the  word  wagon."  If 
Si  correctly  responded,  T  said,  "Good  S j ,  what  Is  that  word?" 
If  S]  made  no  response  or  responded  incorrectly,  T  said,  "No! 
S^l ,  touch  the  word  wagon.    This  word  Is  wagon.    What  Is  this 
word?"    If  ^1  correctly  labeled  the  word,  T  said,  "Good.  Wagon." 
recorded  M/M  on  the  data  sheet,  did  not  issue  a  consumable,  and 
presented  a  different  cue  to  S2f  etc. 

Step  3a  -  if  S|  did  not  respond  or  made  an  Incorrect  response,  T 
said,  "No!"  and  repeated  the  verbal  cue,  "S| ,  touch  the  word 
wagon."  as  T  primed  the  correct  response  by  moving  S| ' s  hand 
until  it  touched  the  correct  word.    T  said,  "S  | ,  whcit  is  this 
word?"    If  S]  responded  correctly  by  labeling  the  word,  T  said, 
"Good.    Wagon."  recorded  a  "P"  (prime)  and  a  "+"  (P/+)  did  not 
issue  a  consumable  consequence,  and  proceeded  to  present  a  dif- 
ferent cue  to 

Step  3b  -  If  S|  did  not  respond  or  made  an  incorrect  response,  T  said, 
'*No!"    T  repeated  the  verbal  cue  "S j ,  touch  the  word  wagon."  and 
primaa  the  correct  response  by  moving  Sj's  hand  to  the  correct 
word.    T  said,  **S| ,  what  is  this  word?"    If  S|  did  -lot  respond 
or  responded  incorrectly,  T  said,  "No!"  repeated  the  verbal  cue, 
"S J ,  touch  the  word  wagon."  as  T  primed  the  correct  response.  T 
said,  "This  word  is  wagon.    What  is  this  word?"    If  S]  imitated 
the  verbal  model,  T  said,  "Good  Si,"  recorded  "P/M"  Tprime-model ) 
and  proceeded  to  S2f  presenting  a  different  verbal  cue. 

These  procedures  were  followed  until  each  S  touched  and  labeled 
each  of  the  5  word  cards  on  two  consecutive  occasions  without 
assistance  from  T. 

Phase  I ,  Part  6 :    When  presented  with  a  word  that  represents  an  object,  students 
will  label  that  word  in  response  to  the  verbal  cue  "What  is  this  word?" 

Baseline  measures  were  Stained  using  the  following  procedures:    Ss  were 
seated  at  a  table  In  front  of  T.    T  presented  a  word  card  in  front 
of  S|  and  said,  "S| ,  what  is  this  word?"    Whether  Si  responded 
FR?r  corrti|ctly  or  Incorrectly,  T  recorded  the  response  without  Indicating 
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the  accuracy  of  the  response  by  following  the  response  with  a  neu- 
trally spoken  **Thank  you/'    T  then  presented  another  word  card  to 

etc.    Baseline  measures  were  concluded  when  each     had  re- 
sponded to  2  presentations  of  each  word  card  and  the  verbal  cue,  ''What 
is  this  word?'* 

Teaching  Procedures 

Step  I  -  Ss  were  seated  at  a  table  In  front  of  T.    T  placed  one  of 
5  word  cards  In  front  of  S | .    T  said,  "S| ,  what  Is  this  word?" 
If  Sj  responded  correctly,!  said,  "Good  S| recorded  a  correct 
response        on  the  data  sheet,  Issued  a  consumable  consequence, 
and  presented  a  different  word  card  to 

Step  2  -  if  Sj  did  not  respond  correctly  or  made  no  response,  T  said, 
"No!"    T  presented  the  word  card  again  and  repealed  the  verbal 
cue,  ^'S|,  what  is  this  word?    This  Is  the  word  wagon .    Si,  what 
IS  this  word?*'    If  Sj  correctly  Imitated  T's  verbal  model,  T 
said,  "Good  Iab3ling  Sp"  recorded  "M"  on  the  data  sheet,  did 
not  issue  a  consumable, and  proceeded  to  present  a  different  word 
card  to  Sjt  etc. 

Step  3  -  If  S^  did  not  make  a  response  or  responded  incorrectly,  T  said, 
"No!"    presented  the  word  card,and  repeated  the  verbal  cue,  "S| , 
this  is  the  word  wagon .    What  is  this  word?"    If  S|  correctly 
imitated  T's  verbal  model,  T  recorded  "M2"  on  the  data  sheet, and 
presented  a  different  word  cue  to  Sji  etc. 

Step  k  -  If  S|  did  not  respoi.d  or  made  an  Incorrect  response,  T  said,, 
"No,  this  Is  the  word  v>c?qon,"  recorded  an  incorrect  response,  and 
terminated  teaching.    $2  presented  a  different  word 

to  label. 

instruction  continued  until  each  S  labeled  each  of  5  words  correctly 
on  2  consecutive  occasions  without  assistance  from  T. 

Phase  1 ,  Part  7:    When  presented  with  words  that  represent  objects,  students  will 
label  the  words  and  demonstrate  comprehension  by  discriminating  the  objects 
the  words  represent. 

Baseline  measures  were  obtained  using  the  following  procedures:    Ss  were 
seated  at  a  table  in  front  of  T.    T  placed  5  objects  on  the  table  in 
front  of  Sp    T  presented  a  word  card  and  sald,'*S|,  what  is  this  word?" 
If  S|  correctly  labeled  the  word,  T  salc^"Touch  it-"    If  S|  did  not 
correctly  label  the  word,  T  said, "Thank  you."    T  recorded  the  responses 
without  indicating  the  accuracy  of  the  responses.    All  responses  were 
follower  by  the  neutrally  spoken  "Thank  you."    T  then  presented  a  dif- 
ferent wOTd  to  S2f  etc.    The  above  procedure  was  implemented  until  each 
S  had  the  opportunity  to  respond  to  each  of  5  word  cards  on  two  con- 
secutive occasions* 

teaching  Procedures 

Step  I  -  Ss  were  seated  at  a  tal'e  In  front  of  T.    5  objects  were 
O  placed  on  the  table  in  front  of  S,.    T  presented  a  word  card 
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and  said,  "St,  what  is  this  word?"    If  Sj  responded  correctly, 
T  said,  "Touch  it."    If  S|  responded  correctly,  T  said,  "Good 
S) ,"  Issued  a  consumable  consequence,  recorded  a  correct  re- 
Tponse,  and  presented  a  different  verbal  cue  to  etc. 

Step  2a  -  If  S]  did  not  make  a  response  or  made  an  Incorrect  labeling 
response,  T  said,  "Nol"  presented  the  word  card  and  repeated  the 
cue,  "S],  what  Is  this  word?"    T  verbally  modeled  the  correct  re- 
sponse~'Thls  is  the  word  wagon."    T  repeated  the  cue  "S| ,  what  Is 
this  word?"    If  5|  correctly  Imitated  the  verbal  model,  T  smiled, 
said  "Good,"  recorded  "M"  on  the  data  sheet,  did  not  deliver  a 
consumable  consequence,  and  said,  "Sj ,  touch  it."    If  S|  respond^sd 
correctly,  T  smiled,  said  "Good  S| ,"  recorded  a  correct  response 
on  the  data  sheet,  and  presented^a  different  word  card  to  S2,  etc. 

Step  2b  -  If  Sj  labeled  the  word  correctly  but  did  not  make  a  correct 
touching  response,  T  said,  "Nol"  presented  the  word  card  and  re- 
peated the  verbal  cue,  "S| ,  what  Is  this  word?"    If  Sj  correctly 
labeled  the  word,  T  said~"Good,"  recorded  a  correct  response,  and 
said,  "Touch  it"  al  T  touched  the  correct  object.    T  presented 
the  word  card  again  and  repeated  the  verbal  cue,  " S | ,  what  Is  this 
word?"    If  S]  correctly  labeled  the  word,  T  recorded  a  correct  re- 
sponse and  said,  "Good,  touch  it."    If  Sj  correctly  touched  the  ob 
ject,  T  said  "Good,"  recorded  an  "M",  did  not  issue  a  consumable 
consequence,  and  presented  a  different  word  card  to  S2f  etc. 

Step  3  -  If  S]  did  not  respond  correctly  or  made  no  response,  T  said, 
"No!    This  is  the  word  w^"'^-  "  and  touched  the  correct  object. 
T  recorded  the  incorrec  nse  on  the  data  sheet  and  terminated 

Teaching. 

These  procedures  were  in.p lemented  until  each  S  had  labeled  each  of 
5  word  cards  and  touched  the  correct  object  on  two  consecutive 
occisions  without  assistance  from  T. 


Phase  i  i :    Teaching  students  to  label  pr>nted  words  that  represent  selected  actions 
TeTq.  ,~pirsh)  and  to  demonstrate  comprehension  by  performing  the  actions  in 
response  to  the  verbal  cue  "Do  it." 

Phase  Design:    Phase  II  consists  of  ten  parts.    Part  10  embodies  the  cri- 
terion responses.    The  gencal  design  used  here  to  teach  and  verify 
criterion  responding  is  described  in  Phase  I. 

Phase  1 1 .  Part  1 :    Students  will  perform  actions  in  response  to  verbal  cues 
(e.g..  "S.'iow  me  push.").  ^ 

Baseline  measures  were  9frt^ined  in  a  group  setting  at  a  large  table  in  front 
of  the  room,  with  Ss  alternating  turns.    T  said,  "S ) ,  stand  up.  Show 
me  push."    T  waited  S-]}  seconds  for  S]  to  move  to  the  Action  Area  and 
perform  the^action  directed.     If  Sj  could  perform  the  action  without  the 
use  of  an  object,  it  was  considered  an  acceptable  re?ponse.     If  S]  re- 
sponded correctly  or  incorrectly,  T  recorded  the  response  without  in- 
dicating accuracy.    All  responses  were  followed  by  the  neutrally  spoken 
"Thank  you."    Baseline  measures  were  concluded  when  each  S  had  two 
'opportunities  to  respond  to  each  of  the  5  verbal  directions. 
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Teaching  Procedures 

Step  }  -  Ss  were  seated  at  a  large  table  In  the  front  of  the  room.  T 
said,  "S| ,  stand  up.    Show  me  push."    T  waited  5-10  seconds  for 
S»  to  move  to  the  Action  Area  and  perform  the  action  directed. 
If  S]  correctly  performed  the  action,  T  smiled,  said,  '•Good  S],'' 
recorded  a  correct  response.  Issued  a  consumable^ and  presented 
a  different  cue  to  S2»  etc. 

Step  2  -  If  S^j  made  no  response  or  made  on  Incorrect  response,  T  said, 
"NoP*    repeated  the  cue  ''S,| ,  show  me  push."  modeled  the 
correct  action  response,  a rTd  repeated,  "S ] ,  show  me  push.'*    If  S| 
Imitated  the  modeled  response,  T  recorded  "M»"  did  not  Issue  a 
consumable  consequence,  and  presented  a  different  cue  to  etc. 

Step  3  •  If  S|  made  no  response  or  made  an  Incorrect  response,  J  said, 
"Nof    S^j ,  show  me  push."    T  p.  Imed  the  action  response  by  physical! 
guiding  S^|  to  the  Action  Area,  and  assisted  him  In  performing  the 
action,    t  recorded  a  "P,"  did  not  deliver  a  consumable  consequence 
and  presented  a  different  cue  to  S^f 

Step  k  -  If  Sj  made  no  response  or  made  an  incorrect  response,  T  said, 
"No,  S,|l"    proceeded  to  the  Action  Area,  said,  "Show  me  push." 
and  pushed  the  wagon.    T  recorded  an  Incorrect  response,  did  not 
issue  a  consumable  consequence,  and  terminated  teaching.  A 
different  cue  was  presented  to  S^.  etc. 

These  procedures  were  Implemented  until  each  S  performed  each  of 
the  5  actions  on  two  consecutive  occasions,  without  assistance 
from  T. 

Phase  1 1 >  Part  2:    When  presented  with  pictures  that  depict  actions,  students 
will  visually  discriminate  (touch)  pictures  In  response  to  verbal  cues 
(e.g.,  "Touch  the  picture  of  push."). 

Baseline  measures  were  obtained  using  the  following  procedures:  The 

measures  were  obtained  in  a  group  setting  with  Ss  alternating  turns. 
T  placed  five  pictures  on  the  table  In  front  of"*Sj  and  said,  "S  | , 
touch  the  picture  of  push."    T  recorded  the  response  without  In-* 
dicating  accuracy.    All  responses  were  followed  by  the  neutrally 
spoken  "Thank  you."    T  presented  a  different  cue  to  Sj^^  ^^^^  Base- 
line measures  were  concluded  when  each  S  had  two  opportunities  to 
touch  each  of  the  S  pictures  in  response  to  verbal  cues. 

Teaching  Procedures 

Step  j  -  Ss  vvere  seated  at  a  large  table  In  the  front  of  T.    T  placed 
*iive  plc*:ures  on  the  table  In  front  of  S|  and  said,  "Si ,  touch 
»ie  picture  of  push."    If  S^]  made  a  cor?ftct  response,  T  smiled, 
said,  "Good  job  Sj ,"  recorded  a  correct  response,  iss-.ed  a  con- 
sumable consequence,  and  presented  a  different  cue  to  S2.  etc. 

Step  2  -  If  Sj  made  no  response  or  made  an  Incorrect  response,  T  said, 
^•Nol    S I .  touch  picture  of  push,"  as  T  touched  the  correct"p5cture. 
T  then  repeated  the  cue,  "S j ,  touch  the  picture  of  push."    If  S| 
responded  by  touching  the  correct  picture,  T  recorded  an  "M,"  did 
not  Issue  a  consumable  consequence,  and  pi'es^nted  a  different  cue 
to  S2,  etc. 
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Step  3  -  If  S|  made  no  response  or  made  an  incorrect  response,  T  said, 
"No!    Sj,  touch  the  picture  of  push."  as  T  touched  the  corfect 
picture.    T  repeated  the  cue,  "S ) ,  touch  the  picture  of  push." 
If  Sj  responded  by  touching  the~correct  picture,  T  recorded  "M2," 
dld""not  Issue  a  consumable  consequence, and  presented  a  different 
cue  to  S^2>  c^c* 

Step  k  -  If  S|  made  no  response  or  made  an  incorrect  response,  T  said, 
"No!    Sj,  touch  the  picture  of  push."  as  T  primed  the  response  by 
physically  guiding  S | ' s  hand  until  It  touched  the  correct  picture. 
T  recorded  a  "P,"  did  not  Issue  a  consumable  consequence, and  pre- 
sented a  different  cue  to  S^t  etc. 

Step  5  -  If  S|  made  no  response  or  made  an  incorrect  response,  said, 

"No!  sJ,  touch  the  picture  of  push.  S j ,  this  Is  the  picture  push." 
as  T  touched  the  correct  picture.  T  recorded  an  Incorrect  response, 
did  not  Issue  a  consumable  consequence, and  presented  a  different  cue 
to  S2»  etc. 

These  procedures  were  implemented  until  each  S^  touched  each  of  the 
5  pictures  correctly  on  two  consecutive  occasions  without  assistance 
from  T. 

Phase  1 1 .  Part  3:    When  presented  with  a  model  performing  actions,  students  will 
label  the  actions  of  the  model  in  response  to  a  verbal  cue  (e.g.,  "What  Is 
(teacher)  dolnq?"r  T 

Baseline  measu' es  were  obtained  using  the  followinj  procedures  at  a  large 
table  with  Ss  alternating  turns.    T  had  previously  requested  a  teach-jr 
(I2)  to  perform  5  selected  actions.    When  T2  performed  a  selected 
action,  T  said,  "Sj  ,  what  Is  T2  doing?"    If  S|  responded  cor.-ectly  or 
incorrecTly,  T  recorded  the  responses  without  indicating  accuracy. 
All  responses  were  followed  by  a  neutrally  spoken  "Thank  you."  Base- 
line measures  were  concluded  when  each  S  had  responded  on  two  con- 
secutive occasions  to  each  of  5  demonstrations. 

Teaching  Procedures 

Step  1  -  Ss  were  seated  at  a  large  table  in  the  front  of  T.  was 
in  the  Action  Area.    T  had  given  J2  the  action  cues  prior  to  the 
beginning  of  InstructTon.    When  T2  performed  a  selected  action, 
T  said,  "S},  what  is  T  doing?"    If  S|  responded  correctly,  T 
smiled  and  said, "Wow,  good  S} ,"  recorded  a  correct  response, 
issued  a  consumable  consequence, and  presented  a  different  cue 
to  etc. 

Step  2  -  If  S|  made  no  respoi<%B  or  Jabeled  the  action  incorrectly,  T 
said,  "No!    Sj ."  and  To  ^peated  the  demonstration.    T  said, 
"What  is  T2  doin?7"  and  verbally  modeled  the  correct  response, 
"Push."    To  repciited  the  demonstration, and  T  said,  "S j ,  what  is 
T2  doing?""  If  S,  correctly  imitated  the  verbal  mrdel ,  T  said, 
"Good  S| ,"  recoraed  an  "M,"  did  not  issue  a  consumable  consequence, 
and  presented  j  different  cue  co  S^,  etc. 
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Step  3  -      1]  fnade  no  response  or  made  an  Incorrect  response,  T  said, 
'•No,  S|""pusb/»    22  repeatc      he  dernonst  rat  Ion,  and  T  said,**??, 
what  Ts  T  doing?*^    If  Sj  correctly  Imitated  the  verbal  model,  T 
recorded  "M2»*'  did  not  issue  a  consumable  consequence, and  pre- 
sented a  different  cue  to  etc. 

Step  k  -  If  S]  made  no  response  or  made  an  Incorrect  response,  T  said, 
•*No  S^j .    Push/'  recorded  an  incorrect  response,  did  not  Issue  a 
consumable,  and  terminated  teaching.    T  presented  a  different 
cue  to  S2»  ^ 

These  procedures  were  implemented  until  each  S  labeled  each  of 
the  5  actions  correctly  on  two  consecutive  occasions  without 
assi stance  from  T. 

Phase  \ \ ,  Part  k:    When  presented  with  pictures  that  represent  act  Ions »  students 
will  label  the  action  pictures  In  response;  to  verbal  cues  (e.g.,  "What  Is 
the  boy  doing?**) . 

Basel tne  measures  were  obtained  In  the  following  manner:    Ss  were  seated  at 
a  targe  table  in  front  of  T.    T  alternately  presented  the  Individual 
pictures.    T  said,  **Sj  ,  what  is  the  boy/girl  doing?"    If  S|  responded 
correctly  or  incorrectly,  T  recorded  the  responses  without  indicating 
accuracy.    All  responses  were  followed  by  the  neutrally  spoken  'Thank 
you."    T  presented  a  different  picture  to  Sot  etc.    Baseline  measures 
were  concluded  when  each  S  had  two  opportunities  to  respond  to  each  of 
S  pictures. 

Teaching  Procedures 

Step^  I  -  S^s  were  seated  at  a  large  table  in  front  of  T.    T  alternately 
presented  the  pictures  to  Ss.    T  said,  "S{ ,  what  Is  boy/girl 
doing?"    If  Sj  labeled  the  action  correctly,  T  said,  "Good  S] ," 
recorded  a  correct  response,  issued  a  consumable  consequence, and 
presented  a  different  cue  to  Sgt  etc. 

Step  2  -  If  S^i  made  no  respoast  or  made  an  Incorrect  response,  T  said, 
"No!    S } ,  what  is  boy  do'  g?"    "Boy  push."  and  repeated  the  cue, 
"S} ,  what  Is  boy  doing?"    If  Sj  labeled  the  picture  of  the  action 
correctly,  T  said,  "Good,"  recorded  an  "M,"  did  not  Issue  a  con- 
sumable consequence, and  presented  a  different  cue  to  $2* 

Step  3  -  If  S]  made  no  response  or  made  an  Incorrect  response,  T  said, 
"No!    Sj."    requestea  T2  to  demonstrate  the  action  and  said,  "Si, 
look.    What  Is  T  doing?"    If  Sj  correctly  labeled  the  demonstrated 
action,  T  said    "Good,  Sj  toucft  the  picture  of  push."    T  said, 
"Gcod,**and  repeated  "S jT  what  Is  boy  doing?"    If  S|  labeled  the 
picture  of  the  action,  T  recorded  a  "VM,"  (visual  model)  did  not 
issue  a  consumable  tend  presented  a  different  cue  to  S^^  etc. 

Step  k  -  If  S|  made  no  response  or  made  an  incorrect  response,  T  said, 
"No!    SJ,  boy  push."    recorded  an  Incorrect  response,  did  not 
issue  a  consumable  consequence,  and  terminated  teaching.  T 
presented  a  different  cue  to  S2» 


ERIC 


179 


These  proce.lures  wore  tollowt^J  until  t^nch  S  l«jbe)eu  the  5  pictures 
correctly  on  2  consecutive  occasions  without  assistance  from  T. 

Phase  I  I ,  Part  5:    When  presented  with  pictures  cini  corresponding  word  cards, 
students  will  visuully  discriminate  word  cards  in  response  to  printed  and 
verbal  cues  (e,g,.  The  teacher  presents  the  vyord.  card  push  and  says.  "This 
IS  the  word  push*    Touch  another  word  push,")! 

Baseline  measures  were  obtained  In  the  following  manner:     Ss  were  seated  at 
a  table  in  front  of  T  in  iho  Keading  Corner,    T  placed  the  5  pictures, 
each  with  a  corraspondlmj  word  card  attached  to  the  upper  left  hand 
corner,  In  front  of  S^j .    T  presented  another  word  card  and  said,  "S]  , 
this  Is  the  word  push.    Touch  another  word  push. "    If  S|  responded 
correctly  or  incorrectly,  T  recorded  the  responses  without  indicating 
accuracy.    All  responses  were  followed  by  the  neutrally  spoken,  "Thank 
you."    Baseline  measures  v/ere  concluded  when  each  S  responded  on  two 
consecutive  occasions  to  each  of  5  word  card-picture  presentat Ions, 

Teaching  Procedures 

Step  I      Ss  were  S'ioted  at  a  large  tabic  in  front  of  T.     T  placed  the 
5  pictures  e^jch  with  <i  corresponding  word  card  attached  to  the 
upper  left  hand  corner,  in  front  of  T  ()resented  another  word 

card  and  said,  "Sp  this  is  word  |)ush.    Touch  another  v7ord  push/' 
If  Sj  correctly  responded,  T  said,  "Wow,  good  Sp"  recorded  a 
cor7ect  response,  issued  a  consumable  consequence, and  presented 
a  different  cue  to  S2» 

Step  2  •  If  Sj  mude  no  response  or  mide  an  incorrect  response*  T  said, 
"No!    S I ,  this  Is  the  word  push.    Touch  another  word  push."  as 
T  touched  the  correct  word.    T  presented  the  cues  again,  "This  Is 
The  word  push.    Touch  another  word  push."    If  S}  touched  the 
correct  word,  T  said,  "Good  S] ,"  recorded  an  "M,"   iid  not  Issue 
a  consumable  consequence , and  presented  a  diff'jrent  cue  to  $2*  ^tc. 

Step  3  -  If  S|  made  no  response  or  made  an  Incorrect  response,  T  said, 
"No!    S J ,  this  IS  the  word  push.    Touch  another  word  push."  as  T 
primed  the  rt3Sponse  :>y  physically  guiding  5  j  *  s  hand  until  It 
touched  the  correct  v/on.    T  recurlecJ      "P,'*  did  not  issue  a  con- 
sumable consequence,  an  1  presented  a  diffnrent  cue  to  S^^* 

Step  k  -  1.^  Sj  mode  no  respon->e  or  nude  jn  incorrect  rc/^oi^nso,  T  said, 
"No!    S )  ,  this  is  the  word  push,"  ,is  T  touched  the  correct  word. 
T  recorded  an  incorrect  response,   Jid  not  issue  a  consun^able  con- 
7eguence,  and  terninoCed  K^aching.     T  :jre*^t-nted  a  different 
cue  to  S^-,  etc. 

These  procedures  were  followed  until  each  S  touched  each  of  the  5 
word  cards  without  assistance  from  T  (^n  tvio  consecutive  occasions. 

Phase  i I ,  Part  6:    When  presented  with  word  card       <at  represent  actions,  students 
will  visual !v  discriminate  word  cards  in  response  to  printed  and  verbal  cues 
(e.g..  The  teacher  presents  the  word  card  "push"  and  says,  "This  Is  the  word 
push.    Touch  another  word  push.^Ti 
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Basel tne  measures  were  obtained  using  the  following  procedures:    Ss  were 
seated  at  a  large  table  in  front  of        T  placed  one  set  of  word 
cards  on  the  chartboard^  presented  a  card  from  the  second  set  to  S] 
and  saidt  "S] ,  this  Is  the  word  push.    Touch  another  word  push,"  "T 
recorded  the  responses  without  indicating  accuracy,    A1!  responses 
were  followed  by  the  neutrally  spoken  "Thank  you,*'    T  presented  a 
different  cue  to  S?^  etc.    Baseline  measures  were  concluded  when  each 
S  had  two  opportunities  to  respond  to  each  of  5  word  cards. 

Teaching  Procedures 

Step  I  -  Ss  were  seated  at  a  large  table  In  front  of  T,    T  placed  one 
set  of  printed  word  cards  on  the  chartboard,    T  presented  the 
word  cards  In  rotation  to  Ss  and  saidt  "S ] »  this  Is  the  word 
push.    Touch  another  word  push,''    If  S^j  responded  correctly,  T 
said,  "Wow!    Good  Sj recorded  a  correct  response,  issued  a 
consumable  consequence, and  presented  a  different  word  card  to 

Step  2  -  If  S^j  made  no  response  or  made  an  Incorrect  touching  response, 
T  said,  *'Nol    S j ,  this  is  the  word  push.    Touch  another  word  push," 
as  T  touched  the  correct  word,    T  repeated  the  cue,  "S | ,  this  is  * 
the  word  push.    Touch  another  word  push,"    If  S|  touched  the  correct 
word,  T  said,  "Good  S] ,"  recorded  an  "M,"  did  not  Issue  a  con- 
sumable consequence»dnd  pr«.sented  a  different  cue  to  S<^,  etc. 

Step  3      If  S|  made  no  response  or  made  an  incorrect  response,  T  said, 
"No!    S I ,  this  Is  the  word  push.    Touch  another  word  push,"  as  T 
primed  the  correct  response  by  physically  guiding  S|'s  hand  until 
it  touched  the  correct  word,    T  recorded  a  "P,"  did  not  Issue  a 
consumable  consequence, and  presented  a  different  cue  to  S2»  etc. 

Step  4  •  If  S^i  made  no  response  or  made  an  Incorrect  response,  T  said, 
"No!    Si,  this  is  the  word  push,"  as  T  touched  the  correct  word, 
T  recorded  an  Incorrect  response,  did  not  Issue  a  consumable  con** 
sequence,  and  terminated  teaching.    T  presented  a  different 
cue  to  etc, 

instruction  continued  until  each  ^  touched  each  of  the  5  word 
cards  on  two  consecutive  occasions  without  assistance  from  T, 

Phase  1 1 ,  Part  7:    When  presented  with  word  cards  that  represent  actions,  students 
will  visually  discriminate  word  cards  in  response  to  verbal  cue  (e,^,| 
"Touch  the  word  push,")  and  label  the  word  In  response  to  a  verbal  cue, 
"What  Is  that  word?" 

Baseline  measures  were  obtained  In  the  following  manner:        were  seated 
at  a  table  In  front  of  T.    T  placed  the  5  word  carets  on  the  table  in 
front  of^S|, and  said,  "^| ,  touch  the  word  push,"    .If  S^j  touched  the 
correct  word,  T  said,  "Good,  what  is  that  word?"    If  ?|  did  not  touch 
the  correct  wo7d,  T  said,  "Thank  you,"    T  recorded  the  responses  with- 
out Indicating  accuracy.    All  responses  were  followed  by  the  neutrally 
spoken  "Thank  you."    Baseline  measures  were  concluded  when  each  %  had 
«  two  opportunities  to  respond  to  each  of  the  5  word  cards.  ~* 
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Teaching  Procedures 

Step  1  -  Ss  were  seated  at  the  large  table  In  front  of  T.  T  placed 
the  5  word  cards  on  the  table  In  front  of  Sj  and  said,  "Sj , 
touch  the  word  push."  T  waited  5-10  seconds  and  said,  "S| , 
what  Is  that  word?"  If  S]  made  a  correct  response,  T  said, 
"Good  S|,"  recorded  a  correct  touching  response  and  a  correct 
labeling  response.  Issued  a  consumable  consequence  and  pre- 
sented a  different  cue  to  etc. 

Step  2a  -  If  S|  made  no  response  or  made  an  Incorrect  touching  re- 
sponse, T  said,  "No!    S| ,  touch  the  word  push."  as  T  touched 
the  correct  word.    T  repeated  the  cue  "S | ,  touch  the  word  push." 
If  S|  touched  the  correct  word,  T  said, """Good  touching  word  push." 
recorded  an  "M"  on  the  data  sheet,  did  not  Issue  a  consumable 
consequence  and  sald,"Sj,  what  Is  that  word?"    If  S|  correctly 
labeled  the  words,  T  recorded  a  correct  response,  and  said,  "Good 
Sj."    T  presented  a  different  cue  to  S^t  etc. 

Step  2b  -  If  Sj  made  no  response  or  made  an  Incorrect  labeling  re- 
sponse, T  said  "No!"  and  repeated  .  le  cue,"Sj,  touch  word  push." 
If  Sj  touched  the  correct  word,  T  said,  "Good  Si,  what  Is  that 
word?"    If  S]  made  no  response  o7  responded  Jncorr-jctly,  T  said, 
"No!    S| ,  touch  the  word  push.    That  Is  the  word  push.    What  Is 
that  word?"    If  Sj  correctly  touched  the  word  and  labeled  the 
word,  T  said,  "Good  Sj,"  recorded  "+/M"  on  the  data  sheet,  did 
not  Is7ue  a  consumabTe  consequence, and  presented  a  different  cue 
to  Sgt  etc. 

Step  3d  -  If  Sj  did  not  respond  or  made  an  Incorrect  touching  response, 
T  said,  "No!"    T  repeated  the  cue  "S j ,  touch  the  word  push."  as 
T  primed  the  co?rect  response  by  physically  guiding  Sj's  hand 
until  It  touched  the  correct  word.    T  said,  "Si,  what  Is  this 
word?"    If  Sj  correctly  labeled  the  word,  T  said,  "Good  Sj," 
recorded  a  "P/+,"  did  not  Issue  a  consumable  consequence,  and 
pr<esented  a  different  cue  to  S21  etc. 

Step  3b  -  If  S|  did  not  respond  or  made  Incorrect  responses,  T  said, 
"No!"  repeated  the  cue,  "S j ,  touch  the  word  push."  as  T  primed 
the  orrect  response  by  physically  guldlna  S j '  s  hand  until  It 
touched  the  correct  word.  T  said,  "S| ,  vihat  Is  that  word?" 
Sj  did  not  respond  or  labeled  the  word  Incorrectly,  T  said,  " 
f  repeated  the  verbal  cue,  "S j ,  touch  the  word  pi sh."  If  Sj 
Touched  the  correct  word,  T  said,  "That  Is  the  word  push.  What 
is  that  word?"  If  S|  labeled  the  word  correctly,  T  said,  "Good 
Sj ,"  recorded  "P/M"  and  presented  a  different  verbal  cue  to  S2, 
etc. 

Step  h  -  If  S}  made  no  responses  or  made  Incorrect  responses,  T  said, 
"No  S J I  .Is  Is  the  word  push."  as  T  touched  the  correct  word. 
T  recorded  an  Incorrect  response,  did  not  Issue  a  consumable  con- 
sequence and  presented  r3  different  cue  to  Sg,  etc. 

Instruction  continued  until  each  S  correctly  touched  end  labeled 
each  oT'  the  5  word  cards  on  two  consecutive  occasions  without 
9^.  assistance  from  T. 
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Phase  i 1 .  Part  8;    When  presented  with  word  cards  that  represent  actions,  stu- 
dents will  label  the  word  cards  In  response  to  the  verbal  cue  "What  Is 
this  word?" 

Basel Ine  measures  were  obtained  In  the  following  manner:    Ss  were  seated  at 
a  table  In  front  of  T.    T  presented  a  word  card  to  S|~and  said,  "Sj , 
what  is  this  word?"    If  Si  labeled  the  word  correctly  or  IncorrecTly, 
T  recorded  the  response  without  Indicating  accuracy.    All  responses 
were  follov^d  with  the  neutrally  spoken  "Thank  you."    T  then  presented 
the  verbal  cue  to  $2*  etc.    Baseline  measures  were  concluded  when  each 
S  had  two  opportunities  to  respond  to  each  of  5  word  cards  and  the 
verbal  cue,  "What  Is  this  word?" 

Teaching  Procedures 

step  I  -  Ss  were  seated  at  a  table  lri"^front  of  T.    T  presented  a  word 
card  to  S  | »  and  said,  "Si,  what  Is  this  wo7d?»'""  If  Sj  made  a 
correct  labeling  response»  T  said,  "Good  S| recorded  a  correct 
response  on  the  data  sheet »  Issued  a  consumable  consequence*  and 
presented  a  different  cue  to  S2»  etc. 

Step  2  -  if  S^i  did  not  respond  or  made  an  Incorrect  labeling  response » 
T  sald»  ''NoP'    presented  the  word  card  agaln^and  repeated  the 
verbal  cue,       »  what  Is  this  word?    This  word  Is  push.    S | ,  what 
Is  this  word?"    If  S|  correctly  labeled  the  wordt  T  sd}d»^"Good 
S,|»"  recorded  "M"  on  the  data  sheet»  did  not  Issue  a  consumable 
consequence^ and  presented  a  different  cue  to  S^t  etc. 

Step  3  S|  did  not  respond  or  made  an  Incorrect  labeling  response » 

T  sald»  "No!"    presented  the  word  card  again  and  .sald»  "S| »  this 
P^sh.    What  Is  this  word?"    if  S]  correctly  labeled  the 
word»  T  recorded  the  response  "M2»*'  did  not  Issue  a  consumable 
consequence»and  presented  a  different  cue  to  ^^c* 

Step  k  -  if  Si  I  did  not  respond  or  made  an  Incorrect  labeling  response » 
T  said,  "No!    This  word  Is  push."    recorded  an  Incorrect  response, 
and  terminated  teaching.    T  presented  a  different  cue  to  S^* 
etc. 

Insti'xtion  continued  until  each  S^  correctly  labeled  each  of  5 
words  correctly  on  two  consecutive  occasions  without  assistance 
from  T. 

Phase  t I .  Part  9:    When  presented  with  word  cards  that  represent  actions,  stu- 
dents will  label  the  word  cards  In  response  to  the  verbal  cue  "What  is  this 
word?"  and  then  demonstrate  comprehension  by  visualljy  discriminating  a 
picture  depicting  the  action  In  response  to  the  verbal  cue  "Touch  It." 

Basel  Ine  measures  of  Si's  abilities  to  label  the  words  and  touch  the  correct 
picture  were  obtained  In  the  following  manner:    S^s  were  seated  at  a 
table  In  front  of  T.    T  placed  five  pictures  on  7he  chartboard  In  front 

X  presented  a  word  card  to  S^|  and  said,  "S|  t  what  Is  this  word?" 
If  Sj  labeled  the  word  correctly,  T^sald,  "Touch  It."    If  S|  did  not 
label  the  word  correctly,  T  said,  "Thank  you."    T  recorded'^the  responses 
without  Indicating  accuracy.    All  responses  we re**fol  lowed  by  the  neu<- 
trally  spoken  "Thank  you."    T  presented  a  different  cue  to  S2f  etc.  The 
above  procedure  was  Implemented  until  each  S  had  the  opportunity  to  re<* 
spend  to  each  of  S  word  cards  on  two  consecutive  occasions. 
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Teaching  Procedures 

Step  I  -  Ss  were  seated  at  a  large  table  In  front  of  T.    The  five  pic- 
tures were  placed  on  the  chartboard  In  front  of  Ss.    T  presented 
a  word  card  to  S|  and  said,  "Sp  what  Is  this  word?"    If  S|  made 
a  correct  response,  T  said,  "Good  Si,  touch  It."    if  S]  touched 
the  correct  cloture, ~T  said,  "Wow!    Good  S| ,"    recorded  a  correct 
labeling  response  and  a  correct  touching  response ». Issued  a  con- 
sumable consequence, and  presented  a  different  cue  to  S^- 

Step  2  -  If  S|  did  not  respond  or  made  an  Incorrect  labeling  response, 
T  s3ld,~"No!"    presented  the  word  card  and  repeated  the  cue,  "S | , 
what  Is  this  word?"    T  verbally  modeled  the  correct  response, 
"This  Is  tlie  word  push."  and  repeated  the  cue,  "S | ,  what  is  this 
word?"    If  S|  correctly  labeled  the  word,  T  smiled,  said,  "Good," 
recorded  "^F  on  the  data  sheet,  did  not  deliver  a  consumable  con- 
sequence and  said,  "S| ,  touch  It."    If  S|  touched  the  correct  pic- 
ture, T  smiled  and  said,  "Good  S|,"  recorded  a  correct  response  on 
the  data  sheet, and  presented  a  different  cue  to  S.2>  ^^c* 

Step  2b  -  If  S|  labeled  the  word  correctly  but  did  not  make  a  correct 
touch Ing^respouse,  T  said,  "No!"    presented  the  word  card,  and 
repeated  the  verbal*~cue  *'S| ,  what  Is  this  word?"    If  S]  correctly 
labeled  the  word,  T  said, """Good  S | ,  touch  It."  as  T  touched  the 
correct  word.    T  p7esented  the  word  card  again  and  repeated  the 
verbal  cue,  "S| ,  what  Is  this  word?"    if  S|  labeled  the  word 
correctly,  T  7ecorded  a  correct  response,  and  said  "Good.  Touch 
It."    If  Si^touched  the  correct  picture,  T  said,  "Good  S| ,"  re- 
corded an  "M,"  did  not  Issue  3  consumable  ,and  presented  a  dif- 
ferent cue  to  ate. 

Steu  3  -  If  S|  made  no  response  or  made  incorrect  labeling  and  touching 
responses,  T  said,  "No!    S|."    T  presented  the  word  card,  said, 
"S J ,  this  ll  the  word  push.",  touched  the  correct  picture  and 
said, "Touch  the  picture  of  push."    T  recorded  Incorrect  labeling 
and  touching  responses,  did  not  issue  a  consumable  consequence 
and  terminated  teaching.    T  presented  a  different  cue  to  S2, 
etc. 

These  procedures  v/ere  implemented  until  each  S,  correctly  labeled 
each  of  the  five  word  cards  and  touched  the  correct  pictures  oh 
two  consecutive  occasions  without  assistance  from  T. 

Phase  1 1 ,  Part  10:    Students  will  label  printed  words  that  represent  actions 
(e.g..  push)  and  then  demonstrate  comprehension  by  performing  the  actions 
In  response  to  verbal  cues  (e.g..  "Do  lt."T^ 

Baseline  measures  of  each  S's  ability  to  label  a  word  and  perform  the  action 
was  obtained  prior  to~other  baseline  measures  or  Instruction  on  other 
parts.    The  measures  were  obtained  in  a  group  setting,  with  Ss  al- 
ternating turns.    T  presented  a  word  card  and  said,  "Sj ,  what  Is  this 
word?"    T  waited  5-10  seconds  for  S.^  to  'abel  the  word.    If  S|  labeled 
the  wordT  I  said,  "Oo  It."    If  Sj  did  not  label  the  word,  T  said, 
"Thank  youT"    The  matarlals  had^previously  been  placed  in  the  Action 
Area.    T  recorded  the  responses  without  Indicating  accuracy.    All  re- 
j  sponses~were  followed  by  the  neutrally  spoken  "Thank  you."  Baseline 

\C  measures  were  completed  when  each  S  had  two  opportunities  to  label 

^  each  of  5  word  cards  and  perform  5  actions. 
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Teaching  Procedures 

Step  1  «  T  placed  5  objects  In  the  Action  Area.    Ss  were  seated  at  a 
large  table  fn  front  of  T.    T  presented  a  word  card  to  S_|  and 
said,  ''S],  what  is  this  word?''    T  waited  5-iO  seconds  for  S|  to 
respond,     if  S]  made  a  correct  labeling  response,  T  said,  "Do 
it.''    if  S|  made  a  correct  action  response,  T  recorded  a  correct 
labeling  response  and  a  correct  action  response,  issued  a  con- 
sumable consequence* and  presented  a  different  cue  to  etc. 

Step  2a  -  if  S]  made  no  response  or  made  an  incorrect  labeling  re- 
sponse, T  said,  "No!"    presented  a  word  card  and  said,  "Si, 
what  is  this  word?    This  word  is  push.    What  is  this  word?" 
If  S^i'  labeled  the  word  correctly,  T  said,  "Good.    Do  it."  If 
S]  made  a  correct  action  response,  T  said,  "Good     ,"  recorded 
a  "M"  labeling  response  and  a  "-f"  action  response,  did  not  Issue 
a  consumable, and  presented  a  different  cue  to  S^* 

Step  2b  -  If  Sj  made  no  response  or  made  an  incorrect  action  response, 
T  said,  '.'No!"    presented  the  word  card  and  said,  "Si,  what  Is 
this  word?"    If  S\  correctly  labeled  the  word,  T  said,  "Good. 
Look.    Do  It."  as  T  performed  the  correct  action.    T  presented 
the  word  card  again  and  said,  "S] ,  what  Is  this  word?"    If  Si 
labeled  the  word,  T  said,  "Do  l7."    If  Sj  correctly  performed 
the  action  response,  T  said,  "Good  Sj , """recorded  a  correct 
labeling  response  and  a  modeled  action  response,  did  not  Issue 
a  consumable  consequence, and  presented  a  different  cue  to 
etc. 

Step  3a  -  If       made  no  response  or  made  an  incorrect  labeling  re- 
sponse, T  said,  "Noi    Sp  Che  word  is  push.",  performed  the 
action,  recorded  an  incorrect  labeling  response,  and  an  Incorrect 
action  response,  did  not  issue  a  consumable  consequence,  and 
terminated  teaching.    T  presented  a  different  cue  to  $2, 
etc. 

Step  3b  -  If  S|  made  no  response  or  made  an  incorrect  action  response, 
T  said,  "No!    S^| ,  this  word  is  push."  as  T  presented  the  word 
card  and  performed  the  action.    T  recorded  an  Incorrect  labeling 
response  and  an  incorrect  action  response,  did  not  Issue  a  con- 
sumable consequence,  and  terminated  teaching.    T  presented  a 
different  cue  to  S^* 

instruction  continued  until  each  S  correctly  labeled  the  5  word 
cards  and  correctly  performed  the""5  actions  on  two  consecutive 
occasions  without  assistance  from  T. 


Phase  III:    Teaching  students  to  label  printed  words  that  represent  selected 
verb-noun  phrases  (e.g.,  push  wagon)  and  to  demonstrate  comprehension  by 
performing  the  actions  the  phrases  describe. 

Phase  Design:    Phase  IM  xomblned  the  compOij|nts  of  Phase  I  and  Phase  ii. 
Phas?  Ill  consists  of  ten  parts.    Part  TO  embodies  the  criterion  re- 
sponses.   The  general  design  used  to  teach  and  verify  criterion  re- 
O  .  sponding  is  described  In  Phase  !. 

ERIC 
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Phase  lit.  Part  1 :  Students  will  perform  actions  represented  by  verb^noun 
phrases  (e.g..  push  wagon)  In  response  to  verbal  cues  (e.g..  "Show  me 
push  wagon.") . 

Baseline  measures  were  obtained  In  a  group  setting  at  a  large  table  In 
front  of  T  with  Ss  alternating  turns.    T  said,  "S j ,  stand  up.  Show 
me  push  wagon."    T  waited  5-10  seconds  for  S^  to  move  to  the  Action 
Area  and  perform  The  action.    T  recorded  the  responses  without  In- 
dicating accuracy.    Ail  responses  were  followed  by  the  neutrally 
spoken  "Thank  you."    Baseline  measvires  were  concluded  when  each  S^ 
had  two  opportunities  to  respond  to  each  of  3  verbal  directions. 


Teaching  Procedures 

Step  1  -  Ss  were  seated  at  a  large  table  In  front  of  T.    T  sald,"S|, 
stand  up.    Show  me  push  wagon."    T  waited  5-10  seconds  for  S^  to 
move  to  the  Action  Area  and  perform  the  action,    if  S|  correctly 
performed  the  action,  T  smlled»  said,  "Good  S| ,"  recorded  a 
correct  response.  Issued  a  consumable  consequence, and  presented 
a  different  cue  to  S2>  etc. 

Step  2  -  If  S,|  made  no  response  or  made  an  Incorrect  action  response, 
T  sald,"Nol"    repeated  the  cue  "S} ,  show  me  push  wagon."  demon- 
strated the  correct  action  response, and  said,  "Sj ,  show  me  push 
wagon."    If  S]  correctly  performed  the  action,  T  recorded  "M"  on 
ths  data  sheet,  did  not  Issue  a  consumable  consequence, and  pre- 
sented a  different  cue  to  etc. 

Step  3  -  If  S.j  made  no  response  or  made  an  Incorrect  response,  T  said 
"Nol    sj,  show  me  push  wagon."    T  primed  the  action  by  physically 
guiding  Sj  to  the  Action  Area,  and  assisting  him  In  completing 
the  action.    T  recorded  a  primed  response,  did  not  deliver  a  con- 
sumable consequence, and  presented  a  different  cue  to  Sg* 

Step  ^  -  If  Sj  made  no  response  or  made  an  Incorrect  action  response, 
T  said,"Nol  S|."    T  proceeded  to  the  Action  Area,  said, "Show  me 
push  wagon. ""and  pushed  the  wagon.    T  recorded  an  Incorrect 
action  response,  did  not  issue  a  consumable  consequence,  and 
terminated  teaching.    A  different  cue  was  presented  to  §2, 
etc. 

Instruction  continued  until  each  S  had  performed  the  11  actions 
correctly  on  two  consecutive  occasions  without  assistance  from  T. 

Phase  III,  Part  2:  When  presented  with  models  performing  actions  using  objects 
(e.g..  The  Teacher  pushing  a  wagon.)  students  will  label  the  actions  using 
verb'noun  phrases  In  '•esponse  to  the  cue  "What  Is  (teacher)  doing?"). 

Basel Ine  measures  were  obtained  In  a  group  setting  with  Ss  alternating  turns. 
Ss  were  seated  at  a  large  table  In  front  of  T.    T  had  previously  re- 
quested T2  to  perform  11  actions.    When  J2  performed  a  -elected  action, 
T  said,  "S I ,  what  Is  J2  doing?"    T  rcco  ded  the  responses  without  In- 
dicating accuracy.    All  responses""were  followed  by  the  neutrally  spoken 
"Thank  you."    Baseline  measures  were  concluded  when  each  S  had  had  two 
opportunities  to  label  the  demonstrated  actions. 
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Teaching  Procedures 

Step  I  -  Ss  were  seated  at  a  large  table  In  front  of  T.    T2  was  In 
the  Action  Area.    T  had  given  T2  the  action  cues  prior  to  the 
beginning  of  Instruction.    T  said,       ,  what  Is  T2  doing?'*  If 
S|  correctly  responded,  T  smiled,  said,  'Vow!    Good  Sj  Issued 
a  consumable  consequence  1  and  presented  a  different  cue  to  $2* 

Step  2  -  If  Sj  made  no  response  or  made  an  Incorrect  labeling  response, 
T  sald,""«»NoJ  S|."    T2  repeated  the  demonstration, and  T  said,  ''What 
Ts  T  doing?    Push  wagon.    T  push  wagon,''    T2  repeated  the  demon- 
stration again, and  T  sald,"*»«S],  what  Is  T  doing?"    If  Sj  correctly 
Imitated  the  verbal  model,  T  said,  "Good  S],"  recorded  an  "M"  on 
the  data  sheet,  did  not  Issue  a  consumable  consequence, and  pre- 
sented a  different  cue  to  S2>  etc. 

Step  3  -  if  S|  made  no  response  or  made  an  Incorrect  labeling  response, 
T  said, """No,  S]  push  wagon.    T  push  wagon."   When  T2  repeated  the 
iemonstratlon,  T  said,  "S | ,  wiTat  Is  T  doing?"    If  S]  correctly 
labeled  the  action,  T  recorded  "M^"  on  the  data  sheet,  did  not 
Issue  a  consumable  consequenceiand  presented  a  different  cue  to 
S2» 

Step  k  -  If  S|  made  no  response  or  made  an  Incorrect  response,  T  said, 
"No  S| Push  wagon .    T  push  wagon."    recorded  an  Incorrect  re- 
sponse, did  not  Issue  a  consumable*  and  terminated  teaching. 
T  presented  a  different  cue  to  S2» 

Instruction  continued  until  each  S  had  correctly  labeled  the 
action  on  two  consecutive  occasions  without  assistance  from  T. 

Phase  III,  Part  3:    When  presented  with  pictures  depicting  actions,  students  will 
visually  discriminate  (touch)  an  action  picture  In  response  to  printed  and 
verbal  cues  (e.g.t  The  teacher  presents  the  word  card  push  wagon  and  says, 
"These  are  the  words  push  wagon.    Touch  push  wagon."). 

Baseline  mep^ures  were  obtained  In  the  following  manner:    Ss  were  seated  at 
a  large  table  In  front  of  T.    Three  picture  cards  were  placed  on  the 
table  In  front  of  Sj ,  T  presented  a  word  card  and  said,  "S | ,  touch 
picture  push  wagon."    T  recorded  the  responses  without  Indicating 
accuracy.    All  responses  were  followed  by  the  neutrally  spoken  "Thank 
you."    Baseline  measures  were  concluded  when  each  S  had  two  opportunities 
to  respond  to  11  different  word  cards  and  pictures. 


Teaching  Procedures 

Step  1  -  Ss  were  seated  at  a  large  table  In  front  of  T.    T  placed  3 
pictures  on  the  table  and  said,  "Si,  these  are  words  push  wagon. 
Touch  picture  of  push  wagon."    \f^i]  made  a  correct  touching  re- 
sponse, T  smiled  and  said,  "Good  job  S|,"  recorded  a  correct  re- 
sponse. Issued  a  consumable  consequenceiand  presented  a  different 
cue  to  $21  etc. 

Step  2  -  If  S|  made  no  response  or  made  an  Incorrect  touching  response, 
T  said,  "Nol  S ] ,  push  wagon.    Touch  picture  of  push  wagon."    If  S] 
Q  touched  the  correct  picture,  T  recorded  an  "M,"  did  not  Issue  a 

ERIC  consumable  consequence, and  presented  a  different  cue  to  S2,  etc. 
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Step  3  -  If  §,1  made  no  response  or  made  an  Incorrect  touching  re- 
sponse,""! said,  "No!  Si,  these  are  words  push  wagon.  S], 
touch  the  picture  push  wagon."  as  T  touched  the  correct  pic- 
ture. T  repeated  the  cue  again,  "S | ,  these  are  words  push 
wagon.  Touch  the  picture  of  push  wagon."  If  S|  touched  the 
correct  picture,  T  recorded  "M2,"  did  not  Issue  a  consumable 
consequence, and  pFesented  a  different  verbal  cue  to  etc. 

Step  k  -  If  S]  made  no  response  or  an  Incorrect  touching  response, 
T  said,  "No!  S ] ,  these  are  words  push  wagon.  S ] ,  touch  pic- 
ture of  push  wagon."  as  T  primed  the  response  by  guiding  S j ' s 
hand  until  It  touched  the  correct  picture.  T  recorded  a  "P," 
did  not  Issue  a  consumable  consequence,  and  presented  a  dif- 
ferent cue  to  ^^c* 

Step  5  -  If  Si  made  no  response  or  made  an  incorrect  touching  re- 
sponse, T  said,  "No!    S | ,  these  are  words  push  wagon.  Touch 
the  picture  push  wagonT"  and  touched  the  correct  picture.  T 
recorded  an  Incorrect  touching  response,  did  not  Issue  a  con- 
sumable consequence, and  presented  a  different  cue  to  S2>  etc. 

Instruction  continued  until  each  S  had  touched  each  of  II  pic- 
tures correctly  In  response  to  verbal  and  printed  cues  on  two 
consecutive  occasions  without  assistance  from  T. 

Phase  i I i .  Part  4;    When  presented  with  pictures  that  represent  verb-noun 
phrases,  students  will  label  the  actions  in  response  to  the  verbal  cue 
"What  is  the  boy/girl  doing?" 

Baseline  measures  were  obtained  in  the  following  manner:    S_s  were  seated 
at  a  large  table  in  front  of  T.    T  alternately  presented  the  pic- 
tures to  Ss.    T  said,  "S | ,  what  is  boy/glrl  doing?"    If  Sj  correctly 
or  Incorrect  I  y"*labeled  the  actions,  T  recorded  the  responses  with- 
out indicating  the  accuracy  of  the  responses.    All  responses  were 
followed  by  the  neutrally  spoken  "Thank  you."    Baseline  measures 
were  concluded  when  each  S  had  two  opportunities  to  respond  to  each 
of  1 1  pictures. 

Teaching  Procedures 

Step  1  -  Ss  were  seated  at  a  large  table  in  front  of  T.  I 

alternately  presented  the  pictures  to  Ss.    T  said,  "Sp  what 
is  boy/girl  doing?"    If  S]  labeled  the*"plctu'"e  of  the  action 
correctly,  T  said,  "Good  S] ,"  recorded  a  correct  response, 
issued  a  consumable  consequence, and  presented  a  different  cue 
to  etc. 

Step  2  -  If  S^i  made  no  response  or  made  an  incorrect  labeling  re- 
sponse, T  said,  "No!    S | .    Boy  push  wagon."    T  repeated  the 
cue,  "S 1 ,  what  Is  boy  doing?"    If  S]  labeled  "the  picture  of 
the  action  correctly,  T  said,  "Good,"  recorded  an  "M"  on  the 
jata    iieet,  did  not  issue  a  consumable  consequence, and  pre- 
sented a  different  cue  to  S2,  etc. 

Step  3  -  If  S|  made  no  response  or  made  an  Incorrect  labeling  re- 
sponse,? said,  "No!  S| ."   I  requested  that  T2  demonstrate  the 
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action.    Isald,  "Sj,  look.    What  Is  T  doing?"    If  S]  labeled 
the  demonstration  correctly,  T  said,  "Good,  S|  touch  picture 
of  push  wagon."    T  then  sald,"""Good,  S.j ,  what  Is  boy  doing?" 
If  S|  labeled  the""plcture  of  the  action  correctly,  T  recorded 
a  "VM"(vlsual  modeled!)  response,  did  not  Issue  a  consumable 
consequence,  and  presented  a  different  cue  to  S^* 

Step  k  -  If  S|  made  no  response  or  made  an  Incorrect  labeling  re- 
sponse,"*!  said,  "Nol    S.| ,  boy  push  wagon.",  recorded  an  In- 
correct 7esponse,  did  not  Issue  a  consumable  consequence,  and 
terminated  teaching.    T  presented  a  different  cue  to  S2» 
etc. 

Instruction  continued  until  each  S  had  correctly  labeled  the 
II  pictures  on  two  consecutive  occasions  without  assistance 
from  T. 

Phase  lit.  Part  5:    When  presented  with  pictures  and  corresponding  word  cards 
in  front  of  the  pictures,  students  will  visually  discriminate  word  cards 
in  response  to  printed  and  verbal  cues  (e.g..  The  teacher  presents  the 
word  card  push  wagon  and  says,  "These  are  the  words  push  wagon.  Touch 
the  words  push  wagon."). 

Baseline  measures  were  obtained  In  a  group  setting  In  the  Reading  Corner. 
T  placed  3  of  eleven  pictures,  each  with  a  corresponding  word  card 
attached  to  the  upper  left  hand  corner.  In  front  of  S | .    T  presented 
another  word  card  and  said,  "Si,  these  are  the  words  push  wagon. 
Touch  the  words  push  wagon."   X  recorded  the  responses  without  In- 
dicating accuracy.    All  responses  were  followed  by  the  neutrally 
spoken  "Thank  you."    Baseline  measures  were  concluded  when  each  S 
had  two  opportunities  to  respond  to  each  of  II  word  card-picture 
presentations. 

Teaching  Procedures 

Step  I  -  Ss  were  seated  at  a  large  table  In  front  of  T.    T  placed 
3  of~eleven  pictures,  each  with  a  corresponding  word  card 
attached  to  the  upper  left  hand  corner.  In  front  of  S| .  T 
presented  another  word  card  to  S|  and  said,  "S| ,  these  are 
the  words  push  wagon.    Touch  the  words  push  wagon."    If  S. 
touched  the  correct  words,  T  said,  "Wow!    Good  Sp"  recorded 
a  correct  response  on  the  data  sheet,  issued  a  consumable 
con sequence, and  presented  a  different  cue  to  S2»  etc. 

Step  2  -  If  Si  made  no  response  or  made  an  incorrect  touching  re- 
sponse, jr  said,  "hk>!    S| ,  these  are  the  words  push  wagon. 
Touch  the  words  push  wagon."  as  T  touched  the  correct  words. 
T  repeated  the  verbal  cue,  "These  are  words  push  wagon.  Touch 
the  words  push  wagon."    If  S]  touched  the  correct  word  card,  T 
said,  "Good  Sp"  recorded  a~modeled  response,  did  not  Issue  a 
consumable  consequence,  and  presented  a  different  cue  to  S2»  etc, 

Step  3  -  If  Si  made  no  response  or  made  an  incorrect  touching  re- 
sponse, X  said,  "Nol    S I ,  these  are  the  words  push  wagon.  Touch 
the  words  push  wagon. ""as  T  primed  the  response  by  guiding  S '  s 
^5  hand  until  It  touched  the  correct  words.    X  recorded  a  primed 

response,  did  not  Issue  a  consumable  consequence* and  presented 
"™*"  a  different  cue  to  $2,  etc. 
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Step  k  -  If  S|  made  no  response  or  made  an  Incorrect  touching  re- 
sponse, t  said,  "No!  these  are  the  words  push  wagon."  as 
T  touched  the  correct  words.-  T  recorded  an  Incorrect  response 
did  not  Issue  a  consumable  consequence,  and  terminated 
teaching.  T  presented  a  different  cue  to  Sg.  etc. 

Instruction  continued  until  each  S  correctly  touched  each  of 
11  word  cards  In  response  to  verbal  and  printed  cues,  on  two 
consecutive  occasions  without  assistance  from  T. 

Phase  11 1 ,  Part  6:  When  presented  with  word  card*;  that  represent  verb'-noun 
phrases,  students  will  visually  discriminate  word  cards  In  response  to 
printed  and  verbal  cues  (Le,,  Th€  teacher  presents  the  word  card  push 
wagon  and  says,  "These  are  the  words  push  wagon.  Touch  the  words  push 
wagon.'') . 

Baseline  measures  were  obtained  using  the  following  procedures:    Ss  were 
seated  at  a  large  table  In  front  of  T«    T  placed  3  word  cardT  on 
the  chartboardt  presented  a  card  from  the  second  set  of  3  to  S\ 
and  said,  ''Si,  these  are  words  ptish  wagon .    Touch  words  push  wagon.- 
T  recorded  the  responses  without  Indicating  the  accuracy  of  the 
responses.    All  responses  were  followed  by  the  neutrally  spoken 
"Thank  you."    Baseline  measures  were  concluded  when  each  S>  had  re- 
sponded to  two  opportunities  to  each  of  1      rinted  word  cards. 

Teaching  Procedures 

Step  I  -  The  Ss  were  seated  at  a  large  table  In  front  of  T.  T 
placed  3  word  cards  on  the  chartboard.    T  presented  a  word 
card  from  the  second  set  to  S]  and  sald»  "S | »  these  are  the 
words  push  wagon .    Touch  the  words  push  wagon."    I<^,S_1  re- 
sponded correctly,  T  said,'  "Wow!    Good  S^| ,"  recorded  a  correct 
response.  Issued  a  consumable  consequence, and  presented  a  dif- 
ferent word  card  to  6^^* 

Step  2  -  *f  Si  made  no  response  or  made  an  incorrect  touching  re- 
sponse, T  said,  "No!    Sp  these  are  the  words  push  wajgjon. 
Touch  the  words,  push  wagon."  as  T  touched  the  correct  words.. 
T  repeated  the  cue,  "S] ,  these  are  the  words  push  wagon . 
Touch  the  words  push  wagon."    If  S|  touched  the  correct  words, 
T  said, "Good  S] ,"  recorded  a  modeled  response,  did  not  Issue  a 
consumable  consequence,  and  presented  a  different  cue  to  S^t 
etc. 

Step  3  -  If  S|  made  no  response  or  made  an  Incorrect  touching  re- 
sponse, T  said,  "No!    S | ,  these  are  the  words  push  wagon. 
Touch  the  words  push  wagoji."  as  T  primed  the  correct  response 
by  guiding  S|'s  hand  until  It  touched  the  correct  words.  T 
recorded  a  primed  response,  did  not  issue  a  consumable  con- 
sequence,and  presented  a  different  cue  to  S2»  etc. 

Step  k  -  If  S^i  made  no  response  or  made  an  incorrect  touching  re- 
sponse, T  said,  "No!    S j ,  these  are  the  words  push  wa^on."  as 
T  touched  the  correct  words.    T  recorded  an  Incorrect  re^'jponse, 
did  not  Issue  a  consumable  consequence,  and  terminated 
teaching.  T  presented  a  different  cue  to  $2$  etc. 
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These  procedures  we.e  Implemented  until  each  S  had  correctly 
touched  each  of  11  word  cards  fn  response  to  a  verbal  and 
printed  cue  on  two  consecutive  occasions^  without  assistance 
from  T. 

Phase  III,  Part  7;    When  presented  with  '^rd  cards  that  represent  verb-noun 
phrases,  students  will  visually  discriminate  one  word  card  in  response 
to  the  veristal  cue  "Touch  the  word?  push  wagon. and  will  then  label  the 
words  In  response  to  the  verbal  cue  "What  are  these  words?'' 

Basel  Ine  measures  were  obtained  in  a  group  setting  with  S^s  alternating 
turns.  T  placed  the  3  of  eleven  word  cards  on  the  Table  In  front 
of  S|  and  said,  ,  touch  the  words  push  wagon."  If  S|  touched 
the  correct  wordsT  I  said  "S | ,  what  are  those  words?"^  If  Si  did 
not  touch  the  correct  words,"x  said,  "Thank  you."  T  recorded  the 
responses  without  indicating  accuracy.  Baseline  measures  were 
completed  when  each  S  had  two  opportunities  to  respond  to  each  of 
II  word  cards. 

Teaching  Procedures 

Step  1  -  Ss  were  seated  at  the  large  table  in  front  of  T.  T 
placed  the  3  of  eleven  word  cards  on  the  table  In  front  of 
S I .    T  said,  "S,] ,  touch  the  words  push  wagon."    T  waited 
5-10  seconds  and  said,  "S,| ,  what  are  these  words?"    if  S| 
made  a  correct  response,  t  said,  "Good  S.),"  recorded  a 
correct  touching  response  and  a  correct  labeling  response 
on  the  data  sheet,  issued  a  consumable  consequence, and  pre- 
sented a  different  cue  to  5^2*  ^^c. 

Step  2a     if  S^i  made  no  response  or  made  an  Incorrect  touching  re- 
sponse, f  said,  "No!    S]f  touch  the  words  push  wagon."  as  T 
touched  the  correct  words.    T  repeated  the  cue,  "S | ,  touch 
the  words  push  wagon."    if  S|  made  a  correct  response,  T  said, 
"Good  touching  words  push  wagon.",  recorded  an  "M"  on  the  data 
sheet,  did  not  issue  a  consumable  consequence, and  proceeded  to 
present  the  verbal  cue,  "S^| ,  what  are  these  words?"    If  S^| 
correctly  labeled  the  word,  T  recorded  a  correct  response, 
said,  "Good  S^| ,  push  wagon."    and  presented  a  different  verbal 
cue  to  S,2* 

Step  2b  -  If  S|  made  no  response  or  made  an  Incorrect  labeling  re- 
sponse, T  said,  "No!"  and  repeated  the  cue,  "S | ,  touch  the 
words  push  wagon."    If  S|  touched  the  correct  words,  T  said, 
"Good  S^] ,  what  are  these  words?"    if  S|  made  no  response  or 
labeled  the  words  incorrectly,  T  saldT  "No!    S | ,  touch  the 
words  push  wagon."    "These  are  the  words  push  wagon.    What  are 
these  words?"    If       correctly  touched  the  words  and  labeled 
the  words,  T  said, ''"Good  S| ,"    recorded  "+/M"  on  the  data  sheet, 
did  not  issue  a  consumable  con':;equence,  and  presented  a  different 
cue  to 

Step  3a  -  if  S|  did  not  respond  or  made  an  Incorrect  touching  re- 
sponse, T  said,  "No!"    repeated  the  cue,  "S | ,  touch  words  push 
wagon."  as  T  primed  the  correct  response  by  guiding  ^|'s  hand 
until  it  touched  the  correct  words.    T  said,  "S | ,  what  are 
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th'^se  words?"    If  Si  responded  correctly  by  lebelint;  the 
words,  T  said,  "Good  Sj  ,  push  wagon."    recorded  a  primed 
touching  response  and  a  correct  labeling  response,  did  not 
issue  a  consumable  consequence»and  presented  a  different 
cue  to 

Step  3b  -  If  S_|  did  not  respond  or  made  an  Incorrect  labeling  re- 
sponse, T  said,  "No!"    T  repeated  the  verbal  cue,  "S^| »  touch 
words  push  wagon."  and  primed  the  correct  response  by  guiding 
^I's  hand  until  It  touched  the  correct  words.    T  sold,  "S | , 
what  arc  these  words?"    if       did  not  label  the  words  or 
labeled  incorrectly,  T  saldT  "No'"    repeated  the  verbal  cue, 
"S I ,  touch  words  push  wagon."  and  primed  the  correct  response, 
T  said,  "These  are  words  push  wagon       nat  are  these  words?" 
If  Si  labeled  the  words,  T  said,  "Good  Sp"    recorded  a  primed 
touching  response  and  a  modeled  labeling  response, and  pre- 
sented a  different  cue  to 

Step  k  -  If  S^i  made  no  response  or  made  an  Incorrect  response,  T 
said,  "No  S| .    These  are  words  push  wagon."  as  T  touched  the 
correct  words.    T  recorded  an  incorrect  response  on  the  data 
sheet,  did  not  issue  a  consumable  con sequence, dnd  presented 
a  different  cue  to  $2$  etc. 

These  procedures  were  implemented  until  each  S  had  correctly 
touched  and  labeled  the  11  words  In  response  to  verbal  cues 
on  two  consecutive  occasions  without  assistance  from  T. 

Phase  III,  Part  8:    When  presented  with  word  cards  that  represent  verb^^noun 
phrases,  students  will  label  the  word  cards  In  response  to  the  verbal 
cue  "What  are  these  words?" 

Baseline  measures  were  obtained  In  the  following  manner:    Ss  were 
seated  at  a  table  in  front  of  V.    T  presented  a  word  card  to  S| 
and  said,  "S.] ,  what  are  these  words?"    if  S|  labeled  the  word 
correctly  or  Incorrectly,  T  recorded  the  responses  without  In- 
dicating accuracy  by  following  the  responses  with  a  neutrally 
spoken  "Thank  you."    T  then  presented  a  different  cue  to  S2f  etc. 
Baseline  measures  were  concluded  when  each  of  the  ^s  had  two 
opportunities  to  respond  to  11  word  cards  presented  with  the 
verbal  cue,  "What  are  these  words?" 

Teaching  Procedures 

Step  1  -  Ss  were  seated  at  a  table  in  front  of  T.    T  presented  a 
word""card  to  S-  a.id  said,  "S | ,  what  are  these  words?"  If 
S|  made  a  correct  labeling  response,  T  said,  "Good  Si,"  re- 
corded a  correct  response  on  the  data  sheet.  Issued  a  con- 
sumable consequence, and  presented  a  different  cue  to  S^t  etc. 

Step  2  -  if  Sj  did  not  respond  or  made  an  incorrect  labeling  re- 
sponse, T  said,  "No!"    presented  the  word  card  and  repeated 
the  verbal  cue,  "S} ,  what  are  these  words?    These  words  are 
push  v^aqon.    Sp  what  are  these  words?"    If  S]  correctly  Imi- 
tated the  verbal  model,  T  said,  "Good  S| ,"    recorded  a  modeled 
response  on  the  data  sheet,  did  not  Issue  a  consumable  conse- 
quence, and  presented  a  different  cue  to  S2,  etc. 
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Step  3  -  If  Si  did  not  respond  or  made  an  Incorrect  labeling  re- 
sponse, t  said,  ''NoP'    presented  the  word  card  again,  and  re- 
peated the  cue»  ''S],  these  words  are  push  wagon.    What  are 
these  words?"    If  Sj  correctly  Imitated  tie  verbal  model,  T 
recorded  the  response  ''M2»"  did  not  Issue  a  consumable  con- 
sequence, and  presented  a  different  cue  to  S^2» 

Step  k  -  If  S^)  did  not  respond  or  made  an  Incorrect  labeling  re- 
sponse, t  said,  "No!    These  words  are  push  wagon.",  recorded 
an  Incorrect  response,  and  terminated  teaching.    T  pre- 
sented a  different  cue  to  S,2»  etc. 

instruction  continued  until  each  S  had  labeled  each  of  the  If 
word  cards  correctly  on  two  consecutive  occasions,  without 
assistance  from  T. 

Phase  Hit  Part  9:    When  presentc^d  with  word  cards  that  represent  verb-noun 
phrasesy  students  will  label-  the  word  cards  In  response,  to  the  verbal 
cue  "Wnat  are  these  words?"  and  then  demonstrate  comprehension  by 
touch! ncj  a  picture  c!eplctlnci  the  action  described  by  the  verb-noun 
phrase. 

Baseline  measures  of  the  Ss'  abilities  to  label  the  words  and  touch  the 
correct  picture  from  a  set  of  three  pictures  were  obtained  In  the 
following  manner:    ^s  were  seated  at  a  table  In  the  Reading  Corner. 
T  placed  one  sec  cf  3  pictures  on  the  chartboard  In  front  of  S| .  T 
presented  a  word  card  to  S|  and  said,  "S | »  what  are  these  words?" 
If  Sj  labeled  the  words  correctly,  t  saTd,  "Sj ,  touch  It."  S| 
labeled  the  words  Incorrectly,  T  said,  "Thank  you."    if  Si  touched 
the  correct  picture,  T  recorded  the  responses  wltftout  Indicating 
accuracy.    All  responses  were  followed  by  the  neutrally  spoken 
"Thank  you."    T  presented  a  different  cue  to        etc.    The  above 
procedure  was  TnH)lemented  until  each  S  had  two  opportunities  to 
respond  on  two  consecutive  occasions  to  each  of  II  word  cards  and 
1 1  sets  of  pictures. 

Teaching  Procedures 

Step  1  -  Ss  were  seated  at  a  large  table  In  front  of  T.    One  set 
of  3  picture  cards  (I.e.,  ride  wagon,  push  wagon,  c^o  wagon) 
were  placed  on  the  chartboard  m  front  of  the  Ss.    T  presented 
a  word  card  to  S|  and  said,  "S| ,  what  are  these  words?"    If  S| 
made  a  correct  Response,  T  said, "Good  S^|.    Touch  It."    If  S| 
touched  the  correct  picture,  T  sdid»"Wowl    Good  S] recorded 
a  correct  labeling  response  and  a  correct  touching  response  on 
the  data  sheet.  Issued  a  consumable  consequence, and  presented 
a  different  cue  to  Sg*  etc. 

Step  2a  -  If  S|  did  not  respond  or  made  an  incorrect  labeling  re- 
sponse, T  said,  "No!"  presented  the  word  card  and  repeated 
the  cue,"""S,|,  what  are  these  words?"    T  verbally  modeled  the 
correct  response,  "These  are  words  push  wagon."  and  repeated 
the  cue.    If  S|  correctly  labeled  th<e  words,  T  smiled,  said, 
"Good  S^i ,"  recorded  e  modeled  response  on  the  data  sheet,  did 
not  Issue  a  consumable  consequence,  and  sald,"S|  touch  It." 
If  Sj  touched  the  correct  picture,  T  smiled,  said, "Good  S| ," 
recorded  a  correct  touching  response  on  the  data  sheet,  and 
presented  a  different  cue  to  S^t  etc. 
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Step  2b  -  If  S]  labeled  the  word  correctly  but  did  not  make  a 

correct  touching  response,  T  said,  "No!"    presented  the  word 
card,  and  repeated  the  verbal  cue,  "S | ,  what  are  these  words?*' 
If  S|  correctly  labeled  the  words,  f  said,  "Good  S | .  Touch 
It."  as  T  touched  the  correct  pIctuFe.    T  presented  the  word 
card  and^repeated  the  verbal  cue  again,  "if  Sj  labeled  the  word 
correctly,  T  recorded  a  correct  response,  and~sa Id, "Good  S | . 
Touch  It."    If  S|  touched  the  correct  picture,  T  said,  "Good 
S| ,"  recorded  a  modeled  response,  did  not  Issue  a  consumable 
consequence, and  presented  a  dl^'ferent  cue  to  Sg* 

Step  3  -  If  S,|  made  no  response  or  made  an  Incorrect  labeling  and 
an  incorrect  touching  response,  T  said,  "No!  S|."  presented 
the  word  card  and  said,  " Sj ,  these  are  words  push  wagon."  T 
touched  the  correct  picture,  said,  "Push  wagon."  recorded 
incorrect  labeling  and  touching  responses,  did  not  Issue  a 
consumable  consequence,  and  terminated  teaching.    T  pre- 
sented a  new  cue  to  Sg,  etc.  ~ 

These  procedures  were  Implemented  until  an  Individual  S  had 
correctly  labeled  and  touched  each  of  II  different  word  cards 
and  pictures  on  two  consecutive  occasions  without  assistance 
from  T. 

Phase  III,  Part  10:    When  presented  with  word  cards  that  represent  verb-noun 
phrases,  students  will  label  the  words  in  response  to  the  verbal  cue 
"What  are  these  words?"  and  demonstrate  comprehension  by  performinq  the 
actions  the  phrases  describe. 

Baseline  measures  of  each  Ss'  ability  to  label  the  words  and  perform 
actions  were  obtained  prior  to  any  baseline  or  instruction  on 
other  Parts.    The  measures  were  conducted  In  a  group  setting  with 
the  Ss  alternating  turns.    Materials  were  previously  placed  in  the 
Action  Area.    T  presented  a  word  card  and  said,  "S| ,  what  Is  this 
word?"    T  waited  5-10  seconds  for  S|  to  respond,  ""if  S|  labeled 
the  words  correctly,  T  said,  "Do  iT."    If  S|  did  not  label  the 
words  correctly,  T  said,  "Thank  you."    T  recorded  the  responses 
without  indicating  accuracy.    All  responses  were  followed  by  the 
neutrally  spoken  "Thank  you."    Baseline  measures  were  completed 
when  each  S  had  two  opportunities  to  respond  to  each  of  11  word 
cards. 

Teaching  Procedures 

Step  1  -  T  placed  the  objects  In  the  Action  Area  In  the  center  of 
the  room.    Ss  were  seated  at  a  large  table  In  front  of  T.  T 
presented  a  word  card  to  ^|  and  said,  "S| ,  what  are  the¥e 
words?"    T  waited  5-10  seconds  for  S|  to  respond.    If  S| 
correctly  labeled  the  words,  T  saldT  "Do  it."    T  recorded  a 
correct  labeling  response  and  a  correct  action  Response, 
issued  a  consumable  consequence, and  presented  a  different 
cue  to  S^2*  c^C' 

Step  2a  -  If  Sj  made  no  response  or  made  an  incorrect  labeling  re- 
sponse, f  said,  "No!"  presented  the  word  card  and  said,  "S| , 
what  are  these  words?    These  words  are  push  wagon .    What  are 
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these  words?'*    if       labeled  the  words  correctlyy  T  Sd!dt 
"Good.    Do  It.'*    if  S|  made  a  correct  action  responset  T 
saldt  ''Good  S.]  t"  recorded  a  modeled  labeling  response  and  a 
correct  action  responset  did  not  Issue  a  consumab legend  pre- 
sented a  different  cue  to  $2$  etc. 

Step  2b  -  if  £|  made  no  response  or  made  an  Incorrect  action  re- 
sponset T  saldt  "No!"    presented  the  word  card  and  saidt  "Si t 
what  are""these  words?  "   If  Sj  correctly  labeled  the  wcrdSt  1 
saldt  "Good.    Loolc.    Do  It."  as  T  performed  the  correct  action. 
T  presented  the  word  card  again  and  repeatedt  "S ] t  what  are 
these  words?"    If  Sj  ]abe]ed  the  wordSt  I  saldt  "Do  It."  If 
£l  correctly  perfo7med  the  actlont  T  saldft  "Good  S|  t"  recorded 
a  correct  labeling  response  and  a  modeled  action  7esponset  did 
not  Issue  a  consumable  con sequence t and  presented  a  different 
cue  to  etc. 

Step  3a  -  If  S^i  made  no  response  or  made  an  Incorrect  label  Ing  re- 
sponset 1  saldt  "No!    S^i  t  the  words  are  push  wagon.",  recorded 
an  incorrect  labeling  responset  end  performed  the  action.  T 
recorded  an  Incorrect  action  responset  did  not  Issue  a  con-*" 
sumable  consequencetand  terminated  teaching. 

Step  3b  -  if      made  no  response  or  madrt  an  Incorrect  action  re- 
sponset T  saldi  "Nol    S|t  these  words  are  push  wagon,"    as  T 
presented  the  word  car?  and  performed  the  action.    T  recorded 
an  Incorrect  labeling  response  and  an  Incorrect  actTon  responset 
did  not  Issue  a  consumable  consequencetand  terminated  teaching. 
T  presented  a  different  cue  to  $2$  etc. 

These  procedures  were  implemented  until  each  S  had  correctly 
labeled  each  of  II  wordSt  demonstrated  th^  actions  on  two 
consecutive  occasions  without  assistance  from  T. 


Phase  iV:    Teaching  students  to  label  printed  words  that  represent  selected 
adjectives  and  to  demonstrate  comprehension  of  the  words  by  touching 
the  adjectives  In  pictures. 

Phase  Design:  Phase  IV  consists  of  eight  parts.  Part  8  embodies  the 
criterion  response.  The  general  design  used  to  teach  and  verify 
criterion  responding  is  described  In  Phase  I. 

Phase  iV,  Part  I :    Wl'ten  presented  with  objects  (e.g.>  a  red  wagon)  students 
will  describe  the  object  in  response  to  the  verbal  cue  "What  color/size 
Is  this?"    When  presented  with  a  picture  depicting  a  color/sizCt  stu** 
dents  will  describe  the  picture  In  response  to  the  verbal  cue  "What 
color/size  Is  this?" 

Baseline  measures  were  obtained  using  the  following  procedures:  Ss 
were  seated  at  a  table  In  front  of  T.    T  placed  8  objects  (o7  8 
picture  cards)  on  the  table  in  front  of  S^^  pointed  to  an  object 
and  saldt  *'Sjt  what  Is  this  color/si ze?"**  If  S|  responded  correctly 
or  incorrectiyt  T  recorded  the  r'^sponse  without  indicating  accuracy. 
All  responses  were  followed  by  the  neutrally  spoken  "Thank  you." 
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T  then  presented  a  different  object  to        etc.    Thfs  procedure 
was  Implemented  until  each  S  had  two  opportunities  to  label  each 
of  8  objects  and  8  picture  cards. 

Teaching  Procedures 

Step  ]  -  ^s  were  seated  at  a  table  In  front  of  T.    7  placed  8 
objects  on  the  table  In  front  of  S,| ,  pointed  to  one  object 
and  said,  *«S| ,  what  Is  this  color/size?"    If  S|  made  a 
correct  response,  T  said,  ''Good  S| recorded  a  correct 
response,  Issued  a  consumable  consequence, and  presented  a 
different  cue  to  S^^ 

Step  2  -  If  S|  made  no  response  or  made  an  Incorrect  response,  T 

said,  ''No!''  repealed  the  cue  and  verbally  modeled  the  correct 
response,  ''This  Is  color  red."    T  repeated  the  cue,  ''Sp 

what  is  this  color/size?''    If  S^  correctly  labeled  the  object's 
color  or  size,  T  recorded  "M,"^sald,  "Good  S|,"    did  not 
deliver  a  consumable  consequence » and  presented  a  different 
cue  to  S2>  etc. 

Step  3  •  If  Sj  made  no  response  or  an  Incorrect  response  T  said, 
"No,  this  Is  color  red."    recorded  an  Incorrect  response, 
ar.d  terminated  teaching.    $2  was  then  given  a  different  cue, 
etc. 

These  procedures  were  used  for  Part  lb,  where  pictures  were 
substituted  for  objects,     instruction  continued  until  each 
S  performed  correctly  on  two  consecutive  trials  for  both  parts 
la  and  lb,  without  assistance  from  T. 

Phase  IV,  Part  2:    When  presented  with  a  group  of  objects,  students  will  vis- 
ually discriminate  (touch)  one  object  (e.g.,  a  red  wagonLln  response  to 
printed  and  verbal  cues  (e.g..  The  teacher  presents  the  word  card  red  and 
says  "This  Is  the  color  word  red.    Touch  the  color  red.").    When  pre^ 
sented  with  a  picture  students  will  visually  discriminate  an  adjective 
In  that  picture  In  response  to  printed  and  verbal  cues  (e.g..  The  teacher 
presents  the  word  card  red  and  says,  "This  Is  the  color  word  red.  Touch 
the  color  red."). 

Baseline  measures  were  obtained  In  the  following  manner:    Ss  were  seated 
at  a  table  In  front  of  T.    T  placed  8  objects  on  the  tabie  In  front 
of  S ] •  presented  a  word  card  and  said,  "S| ,  this  Is  the  color  word 
red.    Touch  the  color  red."    If  S|  responded  correctly  or  Incorrectly 
T  recorded  the  responses  without  Irdlcatlng  accuracy.    All  responses 
were  followed  by  the  neutrally  spoken  "Thank  you."    This  procedure 
was  implemented  until  each  S  had  two  opportunities  to  touch  each  of 
the  objects  In  response  to  the  verbal  and  visual  cues. 

Teaching  Procedures 

Step  I  -  Ss  were  seated  at  a  table  In  front  of  T.    T  placed  8  ob- 
jects on  the  table  In  front  of  Sp  presented  a^word  card  and 
said,  "S j ,  this  Is  the  color  word  red.    Touch  the  color  red." 
If  S|  touched  the  correct  color,  T  smiled,  said,  "Good 
,  touching."    Issued  a  consumable  consequence,  recorded  a  correct 

response, and  presented  a  different  cue  to  S2>  etc. 
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Step  2  -  If  Si  made  no  response  or  made  an  Incorrect  touching  re- 
sponse,  T  sa}d»  *'No!*'    presented  the  word  card,  repeated  the 
cue,  "S]7  this  Is  the  color  word  red.    Touch  the  color  red." 
and  modeled  the  correct  response  by  touching  the  correct  word. 
T  presented  the  word  card  and  repeated  the  cue.    if  S]  touched 
The  correct  color/size,  T  smMed,  said,  '•Good  touching^'*  re- 
corded ''M''  on  the  data  sheet,  did  not  deliver  a  consumable 
consequence, and  presented  a  different  cue  to  S^*  etc. 

Step  3  -  If  S|  made  no  response  or  made  an  Incorrect  touching  re- 
sponse, x  said,  "No!"    presented  the  word  card,  repeated  **S|, 
this  Is  the  color  word  red.    Touch  the  color  red."  and  primed 
the  correct  response  by  guiding  S|'s  hand  until  It  touched  the 
correct  object.    T  recorded  "P"  on  the  data  sheet,  did  not 
deliver  a  consumable  consequence, and  presented  a  different 
cue  to  S^f  etc. 

Step  k  -  If  S^i  made  no  response  or  made  an  Incorrect  response  T 
said,  "No!"    presented  the  word  card  and  said,  "This  Is  the 
color  word  red.    Touch  the  color  red."  as  T  touched  the  correct 
object.    T  recorded  an  Incorrect  response,  did  not  deliver  a 
consumable  consequence,  and  terminated  teaching.    T  pre- 
sented a  different  cue  to  S2>  etc.  ^ 

These  procedures  were  followed  until  each     touched  the  correct 
colors  and  sizes  on  two  consecutive  occasions,  and  without 
assistance  from  T. 

These  procedures  were  Implemented  for  Parts  2a  and  2b. 

Phase  iV>  Part  3:    When  presented  with  a  group  of  objects  and  with  corres- 
pondlnci  word  cards  In  front  of  the  objects >  students  will  ylsually 
discriminate  words  In  response  to  printed  and  verbal  cues  (e»g» •  The 
teacher  presents  the  word  card  red  and  says,  "This  Is  the  color  word 
red.    Touch  the  color  word  red.'T* 

Baseline  measures  were  obtained  using  the  following  procedure:    Ss  were 
seated  at  a  table  In  front  of  T.    T  placed  8  objects  and  the 
corresponding  word  cards  for  each  object  on  the  table  In  front  of 
S|.    T  presented  a  word  card  and  said,  "S | ,  this  Is  the  color  word 
red.  ""Touch  another  word  red."    If  S|  touched  the  correct  word  or 
did  not  touch  the  correct  word,  T  recorded  the  response  without 
Indicating  accuracy.    All  responses  were  followed  by  the  neutrally 
spoken  "Thank  you."    T  presented  a  different  word  card  to  S2»  etc. 
When  each  S  had  two  opportunities  to  touch  each  of  8  word  cards, 
baseline  measures  were  concluded. 

Teachlncj  Procedures 

Step  I  -  Ss  were  seated  at  a  table  In  front  of  T.    T  placed  8  ob- 
ject? and  the  corresponding  word  card  for  each  object  on  the 
table  In  front  of  S| .    T  presented  a  word  card  and  said,  "S | , 
this  Is  the  color  word  red.    Touch  another  word  red."    If  S| 
touched  the  correct  word  card,  T  smiled,  said,  "Good  touching 
the  color  word  red."    Issued  a  consumable  consequence,  re- 
corded a  correct  response, and  presented  a  different  verbal 
and  visual  word  cue  to  S2» 
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Step  2  -  tf  Si  made  no  response  or  made  an  Incorrect  touching  re- 
sponse,""! said,  "No!"    presented  the  word  card  again  and 
said,  ••S'j",  this  Is  the  color  word  red.    Touch  another  word 
red."  as  T  touched  the  correct  word.    T  presented  the  word 
card  again  and  repeated  the  cue,  "Si,  this  Is  the  color  word 
red.    Touch  another  word  red."    If  S}  touched  the  correct 
word  card,  T  smiled,  said,  "Good  touching  the  color  word  red." 
recorded  "M"  on  the  data  sheet,  did  not  Issue  a  consumable 
consequence, and  presented  a  different  cue  to  S^*  ®^^* 

Step  3     If  S|  made  no  response  or  made  an  Incorrect  response,  T 
said,  "No!"    presented  the  word  card,  said  "S | ,  this  Is  the 
color  word  red.    Touch  another  word  red."  and  primed  t'le 
correct  response  by  guiding  S|'s  hand  until  It  touched  the 
correct  word  card.    T  recorded  the  response  "P"  on  the  data 
sheet,  did  not  deliver  a  consumable  consequence, and  presented 
a  different  cue  to  §.21  etc. 

Step  k  -  If  S|  made  no  response  or  rr-sde  an  Incorrect  response,  T 
said,  "Nol"    presented  the  word  card  and  sald,"S],  this  Is 
the  color  word  red.    Touch  another  word  red."  as  T  touched 
the  color  word.    T  recorded  an  incorrect  response,  did  not 
Issue  a  c<'*'"'umable  consequence,  and  terminated  teaching. 
T  presented  a  different  cue  to  $2*  etc. 

These  procedures  were  followed  until  each  S  had  touched  the 
8  word  cards  correctly  on  two  consecutive  occasions,  without 
assistance  from  T. 

IV.  Part  k:    When  presented  with  words  that  describe  objects,  students 
will  visually  discriminate  words  In  response  to  printed  and  verbal  cues 
(e.g..  The  teacher  presents  the  word  card  red  and  says,  "This  Is  the 
color  word  red.    Touch  another  color  word  red.")> 

Baseline  measures  were  obtained  as  follows:    Ss  were  seated  at  a  table 
In  front  of  T.    T  placed  8  word  cards  on^the  table  In  front  of  S | . 
T  presented  a  wo7d  card  and  said,  "Si,  this  Is  the  color  word  red. 
Touch  another  color  word  red."    If  Sj  responded  correctly  or  In- 
correctly, T  recorded  the  Responses  without  Indicating  accuracy. 
All  responses  were  followed  with  the  neutrally  spoken  "Thank  you." 
T  presented  a  different  word  to  $2*  etc.    Baseline  measures  were 
concluded  when  each  S  had  two  opportunities  to  touch  each  of  8 
word  cards  In  responTe  to  verbal  and  visual  cues. 

Teachlncj  Procedures 

Step  I  -  S.3  wore  seated  at  a  table  In  front  of  T.    T  placed  8  word 
card?  In  a  row  In  front  o^  S| .    T  presented  a  word  card  and 
said,  "Sj,  thi:-»  Is  the  color  word  red.    Touch  another  color 
word  red."    If  S|  touched  the  correct  word,  T  smiled,  said, 
"Good  touching  the  color  word  red."    Issued  a  consumable  con- 
sequence, recorded  a  correct  response,  cind  presented  a  dif- 
ferent cue  to  S,,  etc. 
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Step  2  -  If      dtd  not  make  a  response  or  made  an  fncorrect 
touching  response,  T  said,  "No!"    presented  the  word  card 
and  said,  "Sp  this  Is  the  color  word  red.    Touch  another 
color  word  red."  and  modeled  the  response  by  touching  the 
correct  word.    T  again  presented  the  word  card  and  repeated 
the  verbal  cue,  "S j ,  this  Is  the  color  word  red.  Touch 
another  color  word  red."    If  Si  touched  the  correct  word,  T 
smiled,  raid,  "Good  touching  The  color  word  red."  recorded 
"M"  on  the  data  sheet,  did  not  Issue  a  consumable  consequence, 
and  presented  a  different  cue  to  S.2,  etc. 

Step  3  -  If  Si  made  no  response  or  made  an  Incorrect  touching  re- 
sponse, T  said,  "Nol"    presented  the  word  card  and  repeated 
the  cue,  "Sj ,  this  is  the  color  word  red.    Touch  another  color 
word  red."  as  T  physically  primed  the  correct  response  by 
guiding  S|'s  hand  until  Jt  touched  the  correct  word  card.  T 
said, "This  Is  the  color  word  red.    S| ,  touch  another  color  ~ 
word  red."    recorded  the  response  "P"  on  the  data  sheet,  did 
not  deliver  a  consumable  consequence,  and  presented  a 
different  cue  to  Sg,  etc. 

Step  k  -  If  ii  made  no  response  or  made  an  Incorrect  response,  T 
said,  "Nol"    presented  the  word  card  and  said,  "This  Is  the 
color  word  red.    Touch  another  color  word  red.",  as  T  touched 
the  correct  word.    T  recorded  an  Incorrect  response ,'"d I d  not 
Issue  a  consumable  consequence,  and  terminated  teaching. 

These  procedures  were  followed  until  each  S  touched  each  of 
8  word  cards  correctly  In  response  to  visual  and  verbal  cues 
on  two  consecutive  occasions,  without  assistance  from  T. 

Phase  IV.  Part  5:    When  presented  with  words  that  describe  objects,  students 
will  visually  discriminate  words  In  response  to  the  verbal  cue  "Touch 
the  color  word  red."  and  will  label  the  words  In  response  to  the  verbal 
cue  "What  Is  this  color/size  word?" 

Baseline  measures  were  obtained  using  the  following  procedure:    Ss  were 
seated  at  a  table  In  front  of  T.    T  placed  the  8  word  cards"on  the 
table  In  front  of  S|  and  said,"""S|7  touch  the  color  word  red."  If 
S]  touched  the  correct  word,  T  s7ld,  "What  Is  this  color  word?"  If 
Si  did  not  touch  the  correct  word,  T  said,  "Thank  you."    T  recorded 
tne  responses  without  Indicating  accuracy.    All  responses"were 
followed  with  the  neutrally  spoken  "Thank  you."   T  presented  a 
different  verbal  cue  to  S,,  etc.    When  each  S  had^two  opportunities 
to  touch  and  label  each  or  8  word  cards,  baseline  measures  were 
concluded. 

Teaching  Procedures 

Step  I  -  Ss  were  seated  at  a  table  In  front  of  T.    T  placed  the  8 
word~cards  In  a  row  In  front  of  S^ .    T  said,  "S j ,  touch  the 
color  word  red."    If  Si  touched  the  correct  wo?d,  T  smiled 
and  said, "Good  S{ ,  what  Is  this  color  word?"    If  S.|  made  a 
correct  touching  and  labeling  response,  T  said,  "Good  S]," 
recorded  correct  responses.  Issued  a  consumable  consequence, 
and  presented  a  different  verbal  cue  to  S^,  etc. 
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Step  2a  -  If  Si  did  not  respond  or  made  an  Incorrect  touching  re- 
sponse, T  said,  "No!    Sp  touch  the  color  word  red."  as  T 
modeled  "the  response  by  touching  the  correct  word.    T  repeated 
the  verbal  cue,  "Si,  touch  the  color  word  red."    If  Sj  touched 
the  correct  word,  T  smiled,  said,  "Good  touching  the""color 
word  red."    recorded  "M"  on  the  data  sheet,  did  not  Issue  a 
consumable  consequence,  and  said,  "What  Is  this  color  word?" 
If  S]  labeled  the  word  correctly,  T  recorded  a  correct  re- 
sponse,and  said, "Good  S| ,  red."    T""presented  a  different 
verbal  cue  to  ^^c* 

Step  2b  -  If  Si  did  not  respond  or  made  an  Incorrect  labeling  re- 
sponse, T  said,  "No I"  and  repeated  the  cue,  "Sj  touch  color 
word  redT"    If  Si  touched  the  correct  word,  T  said,  "Good  S| , 
what  Is  this  color  word?"    If  S\  made  no  response  or  responded 
Incorrectly,  T  said,  "No!    S| , ""touch  the  color  word  red.  This 
is  the  color  word  xgd.    Whal  Is  this  color  word?"    If  Si 
correctly  labeled  the  word,  I  said,  "Good,  red."    recorded  a 
correct  touching  response  and  an  Incorrect  labeling  response 
on  the  data  sheet,  did  not  Issue  a  consumable, and  presented 
a  different  cue  to  S2,  etc. 

Step  3a  -  If  S]  did  not  respond  or  made  an  Incorrect  touching  re- 
sponse, T  said,  "No!"    repeated  the  verbal  cue,  "S| ,  touch 
the  color  word  red."  as  T  primed  the  correct  response  by 
guiding  S|'s  hand  until  It  touched  the  correct  word.    T  said, 
"S|,  whaT  Is  this  color  word?"    If  S|  correctly  labeled  the 
word,  X  said,  "Good  S| ,"    recorded  a  primed  touching  response 
and  a  correct  labeling  response,  did  not  Issue  a  consumable 
consequence, and  presented  a  different  cue  to  $2*  etc. 

Step  3b  -  If  Si  did  not  respond  or  made  an  Incorrect  labeling  re- 
sponse, T  said,  "No!"    repeated  the  verbal  cue,  "S| ,  touch 
the  color  word  red."  as  T  primed  the  correct  response  by 
guiding  S] ' s  hand  to  the^correct  word.    T  said,  "S| ,  what  Is 
this  color  word?"    If  S^  did  not  respond^or  responded  In- 
correctly, T  said,  "NoT"  ,  T  repeated  the  verbal  cue,  "S^, 
touch  the  color  word  red."  as  T  primed  the  correct  response. 
T  said,  "This  color  word  Is  red.    What  Is  this  color  word?" 
Tf  S|  labeled  the  word  correctly,  T  said, "Good  S] ,"  recorded 
a  p7imed  touching  response  and  a  modeled  labeling  response, 
and  presented  a  different  verbal  cue  to  Sg,  etc. 

Step  k  -  If  S|  did  not  respond  or  made  an  Incorrect  response,  T 

said,  "No!    S| ,  this  Is  the  color  word  red."  as  T  touched  the 
color  word  red.    T  recorded  Incorrect  responses,  did  not  Issue 
a  consumable  consequence,  and  terminated  teaching.    I  pre- 
sented a  different  verbal  cue  to  $2,  etc. 

These  procedures  were  Implemented  until  each  S,  correctly 
touched  and  labeled  each  of  8  word  cards  on  two  consecutive 
occasions  without  assistance  from  T. 

0 

IV.  Part  6:  When  presented  with  words  that  describe  objects,  students 
will  label  the  words  In  response  to  the  verbal  cue  "What  is  this  color/ 
size  word?" 


200 


Baseline  measures  were  obtained  using  the  following  procedures:  Ss 
were  seated  at  a  table  In  front  of  T.    T  presented  a  word  card 
to  S]  and  sa{d»  ""S^  t  what  Is  this  c'olorjsize  word?"    T  recorded 
the  responses  without  Indicating  accuracy.    All  responses  were 
followed  by  the  neutrally  spoken  *Thank  you.''    Baseline  measures 
were  concluded  when  each  S  had  two  opportunities  to  label  each 
of  8  color  and  size  word  cards  In  response  to  the  verbal  cue» 
•'What  Is  this  color/size  word?'' 

Teaching  Procedures 

Step  1  -  Ss  were  seated  at  a  table  in  front  of  T.    T  presented  a 
word""card  to  S]  and  said,       ,  what  Is  this  color/size  word?" 
If  S|  labeled"^the  word  correctly,  T  said,  "Goou  S],"  re- 
corded a  correct  response  on  the  data  sheet.  Issued  a  con-> 
sumable  consequence,  and  presented  a  different  cue  to  S2>  etc. 

Step  2  -  If  S|  did  not  make  a  response  or  made  an  Incorrect  re- 
sponse,""! said,  "htol"    T  presented  the  word  card  and  repeated 
the  verbal  cue,  '*S| ,  what  Is  this  color/size  word?    This  Is 
the  color  word  red.    S^] ,  what  is  this  color/size  word?"  If 
S]  labeled  the  word  correctly,  T  said,  "Good  labeling  Sj  ," 
?ecorded  "M"  on  the  data  sheet ,*^dld  not  Issue  a  consumable > 
and  presented  a  different  cue  to  etc. 

Step  3  -*  1^  S]  did  not  make  a  response  or  made  an  Incorrect  re- 
sponse,^T  said,  "Nol"    presented  the  word  card  again  and 
repeated*"the  verbal  cue,  "S ] ,  this  Is  the  color  word  red. 
What  Is  this  color  word?"  ^ff  Si  labeled  the  word  correctly, 
T  recorded  the  response  "M2."    t  presented  a  different  cue 
to  Sg,  etc. 

Step  k  -  if  S]  did  not  respond  or  made  an  Incorrect  response,  T 
said,  "No,  this  Is  the  color  word  red.",  recorded  an  In- 
correct response,  and  terminated  teaching.    S2  was  then 
given  a  different  cue,  3tc. 

These  procedures  were  followed  until  each  S  labeled  each  of 
8  words  correctly  on  two  consecutive  occasions  without 
assistance  ^rom  T. 

Phase  IV,  Part  7:    When  j) resented  with  words  that  describe  oblects»  students 
will  label  words  in  response  to  th5=^  verbal  cue  "What  Is  this  color/size 
word?"  and  will  demonstrate  comprehension  by  touching  an  object  which 
contains  the  adjective  In  response  to  the  verbal  cue  "Touch  It." 

Baseline  measures  were  obtained  using  the  following  procedure:  Ss 

were  seated  at  a  table  in  front  of  T.    T  placed  8  objects  on  the 
table  In  front  of  S ] ,  presented  a  word  card  and  said,  "Sp  what 
IS  this  color/slze*word?"    If  S]  labeled  the  word  correctly,  T 
said,  "S J ,  touch  It."    If  S]  did  not  label  the  word  correctly,  T 
said,  "Tnank  you."  .  T  recoFded  the  responses  without  Indicating 
accuracy.    All  responses  were  followed  by  the  neutrally  spoken 
"Thank  you."    This  procedure  was  implemented  until  each  S  had  two 
opportunities  to  label  each  of  8  word  cards  and  touch  the  correct 
object  In  response  to  verbal  and  visual  cues. 
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Teaching  Procedures 

Step  1  -  Ss  were  seated  at  a  table  In  front  of  !•    Five  objects 
were  placed  on  the  table  In  front  of  S j •    T  presented  a  word 
card  and  said,  "S ] ,  what  Is  this  coloF/slze  word?'*    If  S| 
labeled  the  word^correct ly,  T  said,  "Touch  It."    If  S]  ~ 
touched  the  correct  object,  T  said,  "Good  S|,"    Issued  a 
consumable  consequence,  recorded  a  correct  labeling  response 
and  a  correct  touching  response,  and  presented  a  different 
verbal  cue  to  etc. 

Step  2a  «  If  S|  ^tfld  not  make  a  response  or  made  an  Incorrect  word 
labeling  response,  T  said,  "No!"    presented  the  word  card, 
repeated  the  cue,  "?| ,  what  Is  this  color/size  word?"  and 
verbally  modeled  the  correct  response,  "This  Is  the  color 
word  red."    T  repeated  the  cue,  "^i ,  what  Is  this  color/size 
word?"    If  Sj  labeled  the  word  correctly,  T  smiled,  said, 
"Good,"    recorded  "ff'  on  the  data  sheet,  did  not  deliver  a 
consumable  consequence, and  sald,"S,],  touch  It."    if  ^] 
touched  the  correct  object,  T  smiTed,  said,  "Good  S],"  re- 
corded a  correct  response  on  the  data  sheet,  and  presented  a 
different  cue  to  S2>  etc. 

Step  2b      if  S|  labeled  the  word  correctly  but  did  not  make  a 

correct  touching  response,  T  said,  "No!"    presented  the  word 
card  and  repeated  the  verbal  cue,  "S ] ,  what  Is  this  color/ 
size  word?"    if  S]  correctly  labeled  the  word,  T  said, 
"Good,"    recorded  a  correct  response  and  said, "Touch  It." 
as  T  modeled  the  correct  touching  response.    T  presented  the 
word  card  and  repeated  the  verbal  cue,  "^i ,  what  Is  this 
color/size  word?"    If  S^  correctly  labeled  the  word,  T 
recorded  a  correct  response,  said,  "Good.    Touch  It."  If 
S]  touched  t'le  correct  object,  T  said,  "Good,"  recorded 
an  "M,"  did  not  Issue  a  consumable, and  presented  a  different 
cue  to  S^  i  etc. 

Step  3  -  1^  Ij  did  not  respond  or  made  an  Incorrect  response,  T 
said,  "No!    The  color  word  Is  red."  and  touched  the  correct 
object.    T  recorded  Incorrect  responses,  did  not  Issue  a 
consumable  consequencei   and  terminated  teaching. 

These  procedures  were  Implemented  until  each  S^  labeled  each 
of  8  word  cards  and  touched  the  objects  correctly  on  two 
consecutive  occasions  without  assistance  from  T. 

Phase  iV,  Part  8:    When  presented  with  words  that  describe  objects,  students 
will  label  the  words  In  response  to  the  verbal  cues  "What  Is  this  color/ 
size  word?"  and  will  demonstrate  comprehension  by  touching  a  picture 
containing  the  adjective  In  response  to  the  verbal  cue  "Touch  It." 

Basel Ine  measures  of  each  Ss  ability  to  label  the  words  and  touch  the 
correct  picture  were  obtained  In  the  following  manner:    Ss  were 
seated  at  a  table  In  front  of  T.    T  placed  one  :>tcture  card  with 
3  pictures  on  It  In  front  of  Sj*    T  presented  a  word  card  and  said, 
"Sj,  what  Is  this  color/size  word?"    If  S|  labeled  the  word,  T 
said,  "Touch  It."    If  S]  did  not  label  the  word  correctly,  T  said, 
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'^Thank  you,*'    T  recorded  the  responses  without  Indicating  accuracy. 
All  responses  were  followed  by  the  neutrally  spoken  ''Thank  you," 
T  then  presented  a  different  cue  to  S^*  This  procedure  was 

Implemented  until  each  S  had  two  opportunities  to  label  each  of  8 
word  cards  and  touch  the  corresponding  correct  pictures  In  response 
to  visual  and  verbal  cues. 

Teaching  Procedures 

Step  1  -  Ss  were  seated  at  a  table  in  front  of  T.    A  set  of  picture 
cards  was  placed  on  the  chartboard  In  front  of  Sj.    T  pre- 
sented a  word  card  and  sald»  "S] »  what  is  this  color/size 
word?"    If  Sj  labeled  the  words,  T  said,  "Touch  it."    ff  S] 
touched  the  correct  pictures,  T  said,  "Good  S{,"    Issued  a 
consumable  consequence,  recorded  a  correct  labeling  response 
and  a  correct  touching  response,  and  presented  a  different 
cue  to  etc. 

Step  2a  -  If  S|  did  not  make  a  response  or  made  an  Incorrect  word 
labeling  response,  T  said,  "No!"    presented  the  word  card  and 
repeated  the  cue,  " S ] ,  what  Is  this  color/size  word?"  and 
verbally  modeled  the  correct  response  "Red.    This  Is  the  color 
word  red."    T  repeated  the  cue.    If       labeled  the  word 
correctly,  T  smiled,  said  "Good,"    recorded  an  "M"  on  the 
data  sheet,  did  not  deliver  a  consumable  consequence, and 
saId,"S],  touch  It."    If  S]  touched  the  correct  picture,  T 
smIledT  said,  "Good  S]  ,"    recorded  a  correct  response  on  the 
data  sheet, and  presented  a  different  cue  to  $2* 

Step  2b     if  S|  labeled  the  word  correctly  but  did  not  make  a 

correct  touching  response,  T  s&Id,  "No!"    presented  the  word 
card  and  repeated  the  verbal  cue,  '*$],  what  Is  this  color/size 
word?"    If  S|  correctly  labeled  the"word,  T  said,  "Good," 
recorded  a  correct  labeling  response,  and  7ald  'Touch  It." 
as  T  modeled  the  correct  touching  response.    T  presented  the 
word  card  and  repeated  the  verbal  cue,  "S ] ,  what  Is  this 
color/size  word?"    If  Si  correctly  labeled  the  word,  T 
recorded  a  correct  labeling  response  and  said,  "Good,^touch 
it."    If  S|  touched  the  correct  picture,  T  said,  "Good," 
recorded  an  "M",  did  not  Issue  a  consumable  consequence, and 
presented  a  different  cue  to  S^2> 

Step  3  -  If  S|  made  no  response  or  made  an  incorrect  response,  T 
said, "No!    S|,  this  is  the  color  word  red."  and  touched  the 
correct  color.    T  recorded  Incorrect  responses,  did  not  Issue 
a  consumable  consequence,  and  terminated  teaching.    T  pre- 
sented a  different  cue  to  $2*  ^^c. 

These  procedures  ware  followed  until  each  S,  labeled  each  of 
8  word  cards  and  touched  the  correct  pictures  on  two 
consecutive  occasions  without  assistance  from  T. 


ERIC 


Phase  V:    Teaching  students  to  label  printed  words  that  represent  selected 

adjective  noun  phrases  (e.g.,  red  wagon)  and  to  demonstrate  comprehension 
of  the  printed  words  by  touching  pictures  of  adjective  noun  phrases. 
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Phase  Design:    Phase  V  combined  the  elements  of  Phase  i  and  Phase  IV 
and  consists  of  eight  parts.    Part  8  embodies  the  criterion  re-- 
sponse.    The  design  used  to  teach  and  verify  criterion  responding 
is  described  in  Phase  i. 

Phase  V>  Part  1 ;  When  presented  with  objects  (e.g.,  red  wagon)  and  pictures 
that  depict jthose  objects,  students  will  label  the  objects  and  pictures 
with  adjective  noun  phrases  in  response  to  the  verbal  cue  "What  Is  this?" 

Basel  Ine  measures  were  obtained  In  tine  following  manner:    Ss  were  seated 
at  a  large  table  in  front  of  T.    T  placed  an  object  in  front  of 
each  S  and  alternated  the  verbal  cue,  '>S| ,  what  is  this?"  as  T 
pointed  to  an  object.    T  recorded  the  responses  without  indicating 
accuracy.    All  responses  were  followed  by  the  neutrally  spoken 
"Thank  you."    BaseUne  measures  were  concluded  when  each  had 
two  opportunities  to  label  each  of  10  objects. 

Teaching  Procedures 

Step  I  -  The  Ss  were  seated  at  a  large  table  In  the  Reading  Corner. 
T  placod  an  object  in  front  of  each  S  and  alternated  the 
verba!  cue,  "S | ,  what  is  this?"    if  S|  labeled  the  object 
using  an  adjective  noun  phrase,  T  said, "Good  Sp"  recorded 
a  correct  response.  Issued  a  consumable  consequence,  and 
presented  a  different  cue  to  S,2* 

Step  2  -  If  S,)  made  no  response  or  made  an  Incorrect  response i  T 
said, "No!"*  repeated  the  cue»and  verbal  ly  ntodeled  the  correct 
response,  "This  is  red  wagon."    T  repeated  the  cue,  " S ] ,  what 
is  this?"    If  S^)  correctly  labeled  the  object,  T  reco7ded  a 
modeled  response  on  the  data  sheet,  said  "Good  Sp"  did  not 
deliver  a  consumable  consequence^ and  presented  a  different 
cue  to  etc. 

Step  }  -      S]  made  nc  response  or  made  an  incorrect  response,  T 
said,  "?to!    Sp  this  is  a  red  wagon.",  recorded  an  incorrect 
response,  and  terminated  teaching.        was  then  given  a 
different  cue,  etc. 

Implementation  of  these  procedures  continued  until  each  S, 
correctly  labeled  10  objects  on  two  consecutive  occasions 
without  assistance  from  T.    These  procedures  were  then  used 
with  pictures  of  the  objects. 

Phase  V,  Part  2:    When  presented  with  objects  and  pictures,  students  will 
visually  discriminate  (touch)  objects  or  pictures  In  response  to 
printed  and  verbal  cues  (e.g..  The  teacher  presents  the  word  card 
red  wagon  and  says,  "These  are  the  words  red  wagon.    Touch  a  red  wagon."). 

Baseline  measures  were  obtained  using  the  following  procedures:  ^s 
were  seated  at  a  table  in  the  Reading  Corner.    T  placed  a  set  of 
5  objects  on  the  t^ble  In  front  of  Ss.    T  presented  a  word  card 
and  said,  "Sp  these  are  the  words  red  wagon.    Touch  a  red  wagon." 
T  recorded  the  responses  without  Indicating  accuracy.  All 
responses  were  followed  by  the  neutrally  spoken  "Thank  you." 
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This  procedure  was  fmplemented        1  each  S  had  two  consecutive 
opportunities  to  touch  each  obje.    ?n  response  to  the  visual  and 
verbal  cues. 

Teaching  Procedures 

Step  1  •  S^s  were  seated  at  a  table  In  the  Reading  Corner.  T 

placed  5  objects  on  the  table.    T  presented  a  word  card  and 
said,  "S|  9  these  are  the  words  red  wagon.    Touch  a  red  wagon." 
If  S^i  touched  the  correct  object,  T  said,  "WowP*    recorded  a 
correct  response.  Issued  a  consumable  consequence •  and  pre- 
sented a  different  cue  to  etc. 

Step  2  -  If  S|  made  no  response  or  made  an  Incorrect  touching  re- 
sponse,7L  said,  ''No!'*  presented  the  word  card  again,  and 
said,  "S I ,  these  are  the  words  red  wagon.  Touch  a  red  wagon." 
as  T  modeled  the  correct  touching  response.  T  presented  the 
word  card  and  repeated  the  cue.  if  S|  correctly  touched  the 
object,  T  smiled  and  said,  "Good  S| ,"  recorded  an  "M"  on  the 
data  sheet,  did  not  Issue  a  consumable  consequence,  and  pre- 
sented a  different  cue  to  etc. 

Step  3  -  If  S^  made  no  response  or  made  an  incorrect  response,  T 
sa<d,  "No!"    presented  the  word  card,  said  "S|,  these  are  the 
words  red  wagon.    Touch  a  red  wagon."  and  primed  the  response 
by  guiding  S|'s  hand  until  it  touched  the  correct  object.  T 
recorded  a  primed  response  on  the  data  sheet,  did  not  Issue  a 
consumable  consequence, and  presented  a  different  cue  to 
etc. 

Step  k  -  If  S|  made  no  response  or  made  an  Incorrect  response,  T  . 
said,  "No!"    presented  the  word  card,  said  "These  are  the 
words  red  wagon."  and  touched  the  objer-     T  recorded  an  in- 
correct response,  did  not  issue  a  consu. -'ble  consequence, 
and  terminated  teaching.    T  presented  a  different  cue  to 
etc. 

Implementation  of  these  procedures  continued  until  each  S 
correctly  touched  each  of  10  objects  on  two  consecutive 
occasions  without  assistance  from  T. 

Phase  V,  Part  3:  When  presented  with  pictures  and  with  corresponding  printed 
words  in  front  of  the  pictures,  students  will  visually  discriminate  word 
cards  in  response  to  printed  and  verbal  cues  (e.g».  The  teacher  presents 
the  word  card  red  wagon  and  says,  "These  are  the  words  red  wagon.  Touch 
the  words  red  wagon >")> 

Baseline  measures  were  obtained  using  the  following  procedure:    ^s  were 
seated  at  the  chartboard  In  the  Read inc|  Corner  In  front  of  T.  T 
placed  3  pictures  and  corresponding  word  cards  in  the  lower  left 
hand  corner  of  the  picture  on  the  chartboard.    T  presented  another 
word  card  and  said,  "S | ,  these  are  the  words  red  wagon.    Touch  the 
words  red  wagon."    T  recorded  the  response  without  Indicating 
accuracy.    All  responses  were  followed  by  the  neutrally  spoken 
"Thank  you."   When  each  S.  had  two  opportunities  to  touch  each  of 
10  word  cards,  basePne  measures  were  concluded. 
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Teaching  Procedures 

Step  1  -      were  seated  at  the  chartboard  In  the  Reading  Corner. 
T  placed  3  pictures  and  corresponding  word  cards  In  the  lower 
left  hand  corner  of  the  picture  on  the  chartboard.    T  presented 
another  word  card  and  said,  *^Sj\f  these  are  the  words  red  wagon. 
Touch  the  words  red  wagon."    If  S]  touched  the  correct  words, 
7  smiled,  saId,''6ood  job  S|      recorded  a  correct  touching  re- 
sponse. Issued  a  consumable  consequenceyand  presented  a  dif- 
ferent cue  to  Sg,  etc. 

Seep  2  -  If  S^i  made  no  response  or  made  an  Incorrect  response,  T 
said,  *'No!''    presented  the  word  card  agalnyand  said,  ''These 
are  the  words  red  wagon .    Touch  the  words  red  wagon."  as  T 
touched  the  correct  words.    T  presented  tPe  word  card,  and 
repeated  the  verbal  cue.    If  S]  touched  the  correct  words, 
T  said,  "Good  S|,"    recorded  an  "M"  on  the  data  sheet,  did 
not  Issue  a  consumable  co;isequence,  and  presented  a  different 
cuj  to  etc. 

Step  3  •  If  S^i  made  no  response  or  made  an  Incorrect  response,  T 
said,  "No!"    T  presented  the  word  card,  said.  "§,] ,  these  are 
the  words  red  wagon.    Touch  the  words  red  wagon."  and  primed 
the  response  by  guiding  ^|'s  hand  until  It  touched  the  correct 
card.    T  recorded  a  "P,"  did  not  Issue  a  consumable  conse- 
quence, and  presented  a  different  cue  to  S,2f  etc. 

Step  k  -  If  S,j  made  no  response  or  made  an  Incorrect  response,  T 
said,  "Nol    These  are  the  words  red  wagon.    Touch  the  words 
red  wagon."  as  T  touched  the  correct  words.    T  recorded  an 
Incorrect  response,  did  not  Issue  a  consumable  consequence, 
and  terminated  teaching.    T  presented  a  different  cue  to 
S^»  etc. 

These  procedures  were  Implemented  until  each     touched  10  word 
cards  correctly  on  two  consecutive  occasions  In  response  to  a 
visual  and  a  verbal  word  cue  without  assistance  from  T. 

Phase  V,  Part  k:    When  presented  with  word  cards,  students  will  visually 
discriminate  appropriate  word  cards  In  response  to  printed  and  verbal 
cues  (e.g. I  The  teacher  presents  the  word  card  red  wagon  and  says, 
"These  are  the  words  red  wagon.    Touch  the  words  red  wagon.")" 

Baseline  measures  were  obtained  In  the  following  manner:    Ss  were  seated 
at  the  chartboard  In  the  Reading  Corner.    T  placed  5  word  cards  on 
the  chartboard.    T  presented  another  word  card  and  said,  "S^j ,  these 
are  the  words  red  wagon .    Touch  the  words  red  wagon."    T  recorded 
the  response  without  Indicating  accuracy.    All  responses  were 
followed  by  the  neutrally  spoken  "Thank  you."    Baseline  measures 
were  concluded  when  each  S,  had  two  opportunities  to  touch  each  of 
10  word  cards. 

Teaching  Procedures 

Step  1  -  Ss  were  seated  at  the  chartboard  In  the  Reading  Corner. 
T  placed  5  word  cards  on  the  chartboard,  presented  another 
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word  card  and  said,  "S| ,  these  are  the  words  red  wagon .  Touch 
the  words  red  wagon, ""^  If  Sj  made  a  correct  response,  T  safd, 
''Wow!    Good  S| recorded  a  corr%iCt  response,  Issued  a  con*- 
sumab)e  consequence, and  presented  a  different  cue  to  Sj^t  etc. 

Step  2  -  If       made  no  response  or  made  an  Incorrect  response,  T 
said,  "]5o!''    presented  the  word  card,  sa{d,''S|,  these  are  The 
words  red  wagon .    Touch  the  words  red  wagon."  and  modeled  the 
correct  touching  response.    T  repeated  the  cue.    If  S|  touched 
the  correct  words,  T  said, ''Good,**    recorded  an  "M''  on  the  data 
sheet,  did  not  issue  a  consumable  consequence,  and  presented  a 
different  cue  to  S^*  etc. 

Step  3  -  if  S|  made  no  response  or  made  an  Incorrect  response,  T 
said,  "No!**   presented  the  word  card,  sdid,"Sj,  these  are  the 
words  red  wagon .    Touch  the  words  red  wagon."  and  primed  the 
correct  response  by  guiding  S^|'s  hand  until  It  touched  the 
correct  words.    T  recorded  a^"P"  on  the  data  sheet,  did  not 
Issue  a  consumable  consequence, and  presented  a  different  cue 
to  S^f  ecc. 

Step  k  -  If  Sj  made  no  response  or  made  an  Incorrect  response,  T 
said,  ''No!    S I ,  these  are  the  words  red  wagon.    Touch  the 
words  red  wagon."  and  T  touched  the  correct  words.    T  recorded 
an  Incorrect  response ,'~d Id  not  Issue  a  consumable  consequence, 
and  terminated  teaching.    T  presented  a  different  cue  to 
Sg,  etc. 

These  procedures  were  Implemented  until  each  S  touched  each 
of  10  word  cards  correctly  on  two  consecut Ive'^occaslons 
without  assistance  from  T. 

Phase  V,  Part  5:    When  presented  with  word  cards  containing  adjective  noun 
phrases,  students  will  visually  discriminate  a  word  card  In  response  to 
the  verbal  cue  "Touch  the  words  red  wagon."  and  students  will  label  the 
words  In  response  to  the  verbal  cue  "What  are  those  words?" 

Basel Ine  measures  of  S's  ability  to  touch  and  label  the  words  were  ob- 
tained using  the  following  procedure:    S^s  were  seated  at  the  chart- 
board  in  the  Reading  Corner.    T  placed  5  word  cards  on  the  chart - 
board  and  said,  "S | ,  touch  the  words  red  wagon."    If  S|  touched  the 
correct  words,  T  7ald,  "S| ,  what  are  these  words?"    if  S,|  did  not 
touch  the  correct  words,  T  said, "Thank  you."   T  recorded  the  re- 
sponses without  indicating  accuracy.    All  responses  were  followed 
by  the  neutrally  spoken  "Thank  you."    Baseline  measures  were  con- 
cluded when  each  S  had  two  opportunities  to  touch  and  label  each  of 
10  printed  word  cards  In  response  to  verbal  cues. 

Teoching  Procedures 

Step  I  -  Ss  were  seated  at  a  chartboard  In  front  of  T.    T  placed 
the  5  word  cards  on  the  chartboard  and  said,  "Sp  touch  the 
words  red  wagon."    if  S|  correctly  responded,  T  smPed,  said, 
"Good  S^i ,  what  are  these  words?"    if  S^i  made  a  correct  labeling 
response,  T  said,  "Good  S|,"  recorded""a  correct  touching  re- 
sponse and  a  correct  labeling  response.  Issued  a  consumable 
consequence, and  presented  a  different  cue  to  §21  etc. 
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Step  2a  -  If  Si  did  not  respond  or  made  an  Incorrect  touching  re- 
sponse, I'sald,  "No!    S},  touch  the  v/ords  red  wagon."  as  T 
modeled  the  response  by  touching  the  correct  words.    T  repeated 
the  verbal  cue,  "Sp  touch  the  words  red  wagon."    If  S|  touched 
the  correct  wordsT  T  smiled,  said, "Good  touching  the  words  red 
wagon.",  recorded  "M"  on  the  data  sheet,  did  not  Issue  a  con- 
sumable consequence  and  said, "What  are  these  words?"    if  S| 
labeled  the  words,  T  recorded  a  correct  response,  said, "Good 
S.1 »  red  wagon."  and^p resented  a  different  cue  to  Sg,  etc. 

Step  2b  -  If  S|  did  not  respond  or  made  an  Incorrect  labeling  re- 
sponse, f  said,  "No!"  and  repeated  the  cue,  "Sp  touch  the 
words  red  wagon."    If  S]  correctly  responded,  T  said,  "Good 
S^p  what  are  these  words?"    if  Sj  made  no  response  or  responded 
Incorrectly,  T  said,  "Nol    Sj ,  Touch  the  words  red  wagon.  These 
are  the  words""red  wagon.    What  are  these  words?"    if  S]  correctly 
labeled  the  words,  T  said,  "Good,  red  wagon.",  recorded  a 
correct  touching  response  and  a  modeled  labeling  response  on 
the  data  sheet,  did  not  Issue  a  consumable, and  presented  a 
different  cue  to  etc. 

Step  3a  -  If  S]  did  not  respond  or  made  an  incorrect  touching  re- 
sponse, T  said,  "Nol"    repeated  the  verbal  cue,  "S | ,  touch 
the  word?  red  wagon."  and  primed  the  correct  response  by 
guiding  S]'s  hand  until  It  touched  the  correct  words.    T  said, 
"Sj,  whaT  are  these  words?"    If  S|  responded  correctly  by 
labeling  the  words,  T  said,  "Good,"    recorded  a  primed 
touching  response  and  a  correct  labeling  response,  did  not 
issue  a  consumable  consequence  and  presented  a  different  cue 
to  S2»  etc. 

Step  3b  -  If  Si  did  not  respond  or  made  an  Incorrect  labeling  re- 
sponse, T  said,  "Nol"    repeated  the  verbal  cue,  "S ] ,  touch  the 
y^rds  red  wagon."  and  primed  the  correct  response  by  guiding 
S|'s  hand  until  It  touched  the  correct  words.    T  said,  "S», 
what  are  these  words?"    If  Sj  did  not  respond  o7  responded 
incorrectly,  T  said,  "No!"  ""and  repeated  the  verbal  cue,  "Sp 
touch  the  words  red  wagon."   T  primed  the  correct  response 
and  said,  "These  words  are  red  wagon.    What  are  these  words?" 
If  S|  labeled  the  words,  T  said,  "Good  Sp"    recorded  a  primed 
touching  response  and  a  modeled  labeling  response»and  presented 
a  different  cue  to  S^2*  ^^c* 

Step  k  -  If  Sj  did  not  respond  or  made  an  Incorrect  response  T  said, 
"Nol    sJ,  these  are  the  words  red  wagon."  and  T  touched  the 
words  ?ed  wagon.    T  recorded  incorrect  responses,  did  not  Issue 
a  consumable  consequence,  and  terminated  teaching.    T  pre- 
sented a  different  cue  to  etc. 

These  procedures  were  followed  until  each  S  correctly  touched 
and  labeled  each  of  10  word  cards  on  two  consecutive  occasions 
without  assistance  from  T. 

Phase  V»  Part  6;  When  presented  with  word  cards  containing  adjective  noun 
phrases,  students  will  label  the  words  In  response  to  the  verbal  cue. 
"What  are  these  words?" 
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Baseline  measures  were  obtained  In  the  following  manner:    Ss  were  seated 
at  the  table  In  the  Reading  Corner  In  front  of  T.    T  presented  26 
word  cards  In  rotation.    T  presented  one  word  card  and  said,  ''S| , 
what  are  these  words?''    T  recorded  the  responses  without  Indicating 
accuracy.    All  responses  were  followed  by  the  neutrally  spoken 
*Thank  you.''    Baseline  measures  were  concluded  when  each  S  had  two 
opportunities  to  label  each  of  26  word  cards.  ^ 

Teaching  Procedures 

Step  1  -  Ss  were  seated  at  a  table  In  front  of  T.    T  presented  a 
word  card  to  S|  and  said,  "Si,  what  are  these  words?"    If  S| 
labeled  the  words,  T  said,  "Clood  S|,"    recorded  a  correct  Re- 
sponse on  the  data  sheet.  Issued  a  consumable  consequence^  and 
presented  a  different  cue  to  Sj,  etc. 

Step  2  -  If  Si  did  not  make  a  response  or  made  an  Incorrect  re- 
sponse, t  said,  **ftoV^    presented  the  word  card  and  repeated 
the  verbal  cue,  "S| ,  what  are  these  words?    These  are  words 
red  wagon.    S|,  what  are  these  words?"    If  Sj  labeled  the 
words,  T  said,  "Good  labeling  Si  «"    recorded  "M"  on  the  data 
sheet,  did  not  Issue  a  consumable  consequence, and  presented 
a  different  cue  to  etc. 

Step  3  -  If  S|  did  not  make  a  response  or  responded  Incorrectly,  T 
said,  "Nol"    presented  the  word  card  again  and  repeated  the 
verbal  cue,  "S| ,  these  are  words  red  wagon.    What  are  these 
words?"    if  St  labeled  the  words  correctly,  T  recorded  the 
response  ''M2»    did  not  Issue  a  consumable  consequence,  and 
presented  a  different  cue  to  $2$  etc. 

Step  k  -  If  S|  did  not  respond  or  made  an  Incorrect  response,  T 
said,  "Nol    These  are  the  words  red  wagon."    recorded  an  In- 
correct response,  and  terminated  teaching.  $2 
given  a  different  cue,  etc. 

These  procedures  were  followed  until  each  S,  correctly  labeled 
each  of  26  word  cards  on  two  consecutive  occasions  without 
assistance  from  T. 

Phase  V,  Part  7:    When  presented  with  word  cards  containing  adjective-noun 
phrases,  students  will  label  the  words  In  response  to  the  verbal  cue 
"What  are  these  words?"  and  will  demonstrate  comprehension  by  touching 
an  object  represented  by  the  adjective-noun  phrase^  in  response  to  the 
verbal  cue  "Touch  it." 

Baseline  measures  were  obtained  using  the  following  procedure:    Ss  were 
seated  at  a  table  In  the  Reading  Corner  In  front  of  T.    T  placed 
several  objects  on  the  table  in  front  of  Ss.    T  presented  a  word 
card  and  said,  "S] ,  what  are  these  words?"    T  waited  5-*IO  seconds. 
If  Sj  labeled  the  word  correctly,  T  said, "Thank  you."    T  recorded 
the  responses  without  indicating  accuracy.    All  responses  were 
followed  by  che  neutrally  spoken  "Thank  you."    This  procedure  was 
implemented  until  each  S  had  two  opportunities  to  label  each  of 
26  word  cards  and  touch  the  correlated  objects. 
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Teaching  Procedures 

Step  1  -  Ss  were  seated  at  a  table  In  front  of  T.    Five  objects 
were^placed  on  the  table  In  front  of  S| .    f  presented  a  word 
card  and  said,  "S j ,  what  are  these  wo7ds?"    If  S]  labeled  the 
words,  T  said,  "Touch  It."    If  Sj  touched  the  correct  object, 
T  said, """Good  Sj ,"    Issued  a  consumable  consequence,  recorded 
a  correct  labeling  response  and  a  correct  touching  response, 
and  presented  a  different  cue  to  etc. 

Step  2a  -  If  S]  did  not  make  a  response  or  made  an  Incorrect 
label Ing^response,  T  sald»  'No!"    presented  the  word  card 
again,  repeated  the'"cue,"S] ,  what  are  these  words?"  and 
verbally  modeled  the  correct  response,  "These  are  the  words 
red  wagon."    T  repeated  the  cue,  "Sj ,  what  are  these  words?" 
If  S|  correctly  labeled  the  words ,"x  smiled,  said,  "Good," 
recorded  a  modeled  labeling  response  on  the  data  sheet,  did 
not  deliver  a  consumable  consequence  and  sald,"S|,  touch  It." 
If  Sj  touched  the  correct  object,  T  smiled  and  said,  "Good 
S] ,"    recorded  a  correct  touching  response  on  the  data  sheet, 
and  presented  a  different  cue  to  S,2,  etc. 

Step  2b  -  If  S]  labeled  the  word  correctly  but  did  not  make  a 

correct  touching  response,  T  said,  "No!"    presented  the  word 
card  and  repeated  the  verbaT  cue,  "S ^ ,  what  are  these  words?" 
If  S|  correctly  labeled  the  words,  T  said,  "Good,"  recorded  a 
cor7ect  response,  said, "Touch  it."  and  modeled  the  correct 
touching  response.    T  presented  the  word  card  and  repeated 
the  verbal  cue,  "Sj  ,'"what  are  these  words?"    If^Sj  correctly 
labeled  the  word,~T  recorded  a  correct  labeling  response  and 
said, "Good,  touch  Tt."    If  S|  touched  the  correct  object,  T 
said,  "Good,"    recorded  an  "M,"  did  not  Issue  a  consumable, 
and  presented  a  different  cue  to  S^*  ^^c* 

Step  3  -  If  Sj  did  not  respond  or  made  Incorrect  labeling  and 
touching  responses,  T  said,  "No!    These  are  the  words  red 
wagon .    What  are  these  words?"    If  S.  correctly  labeled  the 
words,  T  smiled,  said,  "Good,"    recorded  "M2"  on  the  data 
sheet,  did  not  deliver  a  consumable  consequence, and  said, 
"Sj,  touch  It."  as  T  touched  the  correct  object.    T  said, 
"What  are  these  words?"    If  Sj  labeled  the  words  correctly, 
T  said, "Touch  it."    If  Sj  touched  the  correct  object,  T  said, 
"Good,*'    recorded  "M2"  touching  response,  and  presented  a  dif- 
ferent cue  to  ^^c* 

Step  4  -  If  Si  did  not  respond  or  made  an  incorrect  response,  T 
said,  "No!    These  are  the  words  red  wagon."  and  touched  the 
correct  object.    T  recorded  Incorrect  responses,  did  not 
Issue  a  consumable  consequence,  and  terminated  teaching. 

These  procedures  were  followed  until  each  S  correctly  labeled 
and  touched  each  of  26  word  cards  and  objects  on  two  ;:onsecutive 
occasions  without  assistance  from  T. 
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Phase  V.  Part  8:    When  presented  with  word  cards  containing  adlectlve-noun 
phrases,  students  wlH  label  the  words  In  response  to  the  verbal  cue 
"What  are  these  words?"  and  demonstrate  comprehension  by  touching  a 
picture  representing  the  ad lect Ive-noun  phrase  In  response  to  the  verba! 
cue  "Touch  It." 

Baseline  measures  of  S's  abilities  to  label  word  cards  and  touch  the 
correlated  pictures  were  obtained  using  the  following  procedure: 
Ss  were  seated  at  the  chartboard  In  the  Reading  Corner.    T  placed 
3  pictures  on  the  chartboard  and  placed  one  word  card  under  the 
pictures.    T  said,  "Sj ,  what  are  these  words?"    T  waited  5-10 
seconds.    iF  Sj  labeled  the  words  correctly,  T  said, "Touch  It." 
If  S]  did  not  label  the  words  correctly,  T  saTd, "Thank  you."  T 
recorded  the  responses  without  Indicating  accuracy.    All  responses 
were  followed  by  the  neutrally  spoken  "Thank  you."    This  procedure 
was  Implemented  until  each  S  had  two  opportunities  to  label  each 
of  26  word  cards  and  touch  correlated  pictures  in  response  to 
verbal  cues. 

Teaching  Procedures 

^      Step  1  -  Ss  were  seated  at  a  table  In  front  of  T.    A  set  of  picture 
cardT  was  placed  on  the  chartboard  In  front  of  S,| .    T  pre- 
sented a  word  card  and  said,  "S | ,  what  are  these  words?'-  if 
S|  labeled  tht:  words  correct  1  yT  T  said,  "Touch  It."    I»*  ^| 
Touched  the  correct  picture,  T  said,  "Good  S| Issued  a 
consumable  consequence,  recorded  a  correct  labeling  respcse 
and  a  correct  touching  response,  and  presented  a  different 
cue  to  S,2,  etc. 

Step  2a  -  if  S|  did  not  make  a  response  or  made  an  Incorrect 
label ing~response,  T  said,  "No!"    presented  the  word  card 
again,  repeated  the""cue,  "S | ,  what  are  these  words?"  and 
verbally  modeled  the  correct  response  "These  are  the  words 
red  wagon."    T  repeated  the  cue.    If  S|  labeled  the  words 
correctly,  jTmlled,  said,  "Good,"    recorded  an  "If*  on  the 
data  sheet,"~dld  not  deliver  a  consumable  consequence,  and 
saId,"S,|,  touch  It."    if  S]  responded  correctly,  T  smiled, 
said, "Good  S] ,"    recorded  a  correct  touching  response  on  the 
data  sheet  and  presented  a  different  cue  to  etc. 

Step  2b  -  If  S|  labeled  the  word  correctly  but  did  not  make  a 

correct  touching  response,  T  said,  "No!"    presented  the  word 
card  and  repeated  the  verbal  cue,  "S,; ,  what  are  these  words?" 
if  S|  correctly  labeled  the  words,  T  said,  "Good,"  recorded 
a  correct  labeling  response,  said  "Touch  It."  and  modeled  the 
correct  touching  response.    T  presented  the  word  card  and  re- 
peated the  verbal  cue,  "S | ,  what  are  these  words?"    if  Si 
correctly  labeled  the  wo7ds,  T  said,  "Good,  touch  It."  if 
S]  touched  the  correct  picture,  T  said,  "Good,"    recorded  an 
"M,"  did  not  'ssue  a  consumable, and  presented  a  different  cue 
to  $2,  etc. 

Step  3  -  if  S,|  made  no  response  or  made  an  Incorrect  response,  T 
said,  "No!    Si,  these  are  the  words  red  wagon."  and  touched 
the  correct  picture.    T  recorded  incorrect  responses,  did  not 
issue  a  consumable  consequence,  and  terminated  teaching. 
T  presented  a  different  cue  to  $2. 
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These  procedures  were  Implameiited  until  each  S  correctly 
labeled  each  of  26  word  cards  and  touched  the^correlated 
pictures  on  two  consecutive  occasions  without  assistance 
from  T. 


Phase  VI ;    Teaching  students  to  label  printed  words  that  represent  selected 
direct  ccnwands  (e.g.,  bounce  red  ball)  and  to  demonstrate  comprehension 
of  those  printed  words  by  performing  the  directed  actions. 

Phase  Design:    Phase  VI  consists  of  five  parts.    Part  5  embodies  the 
criterion  responses.    The  general  design  used  to  teach  and  verify 
criterion  responding  is  described  in  Phase  i. 

Phase  VI ,  Part  1 :    When  presented  with  word  cards  that  represent  direct 
commands,  students  will  visually  discriminate  (touch)  word  cards  in 
response  to  printed  and  verbal  cues  (e.g..  The  teacher  presents  thy 
word  card  push  red  wagon  and  says.  "These  are  words  push  red  wagon. 
Touch  the  words  push  red  wagon."). 

Baseline  measures  were  obtained  as  follows:    Ss  were  seated  at  a  chart- 
board.    T  p.^ced  5  word  cards  on  the  chartboard*  presented  a  word 
card  and~safd,  "S] ,  these  are  the  words  push  red  wagon.    Touch  the 
words  push  red  wagon."    T  recorded  responses  without  Indicating 
accuracy.    All  responses  were  followed  by  the  neutrally  spoken 
"Thank  you."    Baseline  measures  were  concluded  when  each  S  had 
two  opportunities  to  touch  each  of  10  word  cards  in  response  to 
verbal  and  printed  cues. 

Teaching  Procedures 

Step  1  -  Ss  were  seated  at  the  chartboard.    T  placed  3  word  cards 
on  the  chartboard,  presented  a  word  card  and  said,  "S ] ,  these 
are  the  words  push  red  wagon.    Touch  the  words  push  red  wagon." 
If  S|  touched  the  correct  words,  T  sal d, "Good  S| ,"  recorded 
a  correct  touching  response,  issued  a  consumable  consequence, 
and  presented  a  different  cue  to  S2«  etc. 

Stei>  2_  -  if  S|  made  no  response  or  made  an  incorrect  touching  re- 
sponse,"]^ said,  "No!    S } ,  these  are  the  words  push  red  wagon. 
Touch  the  words  push  red  wagon."  as  T  touched  ♦•he  correct 
words.    T  presented  the  words  push  red  wagon  again, and  said, 
"S| ,  the7e  are  the  words  push  red  wagon .    Touch  the  words  push 
red  wagon."    If  S|  touched  the  correct  words,  T  recorded  an 
"M,"  said  "Good  S] ,"    did  not  Issue  a  consumable  consequence, 
and  presented  a  different  cue  to  S2«  etc. 

Step  3  "  If  S|  made  no  response  or  made  an  incorrect  touching  re- 
sponse,''T  said,"No{"    presented  the  word  card  again, and  said, 
"S] ,  theTe  are  the  words  push  red  wagon .    Touch  the  words  push 
red  wagon."  as  T  primed  the  touching  response  by  guiding  Si's 
hand  until  it  touched  the  correct  words.    T  recorded  a  "P," 
said  "Good  S| ,"    did  not  Issue  a  consumable  consequence,  and 
presented  a  different  cue  to  $2*  ®^^* 
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Step  k  -  If  S|  made  no  response  or  made  an  Incorrect  touching  re- 
sponse,~T  touched  the  correct  word  card, and  said,  "No!    S | , 
these  are  the  words  push  red  wagon."    T  recorded  an  Incorrect 
response,  did  not  issue  a  consumable  consequence,  and  ter- 
minated teaching.    T  presented  a  different  cue  to  $2*  etc. 

These  procedures  were  Implemented  until  each  S  correctly 
touched  each  of  10  word  cards  on  two  consecutive  occasions 
without  assistance  from  T. 

Phase  VI .  Part  2:    When  presented  with  word  cards  that  contain  direct  commands, 
students  will  visually  discriminate  word  cards  In  response  to  a  verbal 
cue  (e.g..  "Touch  the  words  push  red  wanon.")  and  will  label  the  words 
In  response  to  the  verbal  cue  "What  are  those  words?" 

Baseline  measures  were  obtained  as  follows:    Ss  were  seated  at  the 
chartboard.    T  placed  5  sentence  word  cards  In  the  chartboard 
and  said,  "S | ,  touch  the  words  push  red  wagon."    If  S]  touched 
the  correct^sentence,  T  said,  "What  are  these  words?"   T  waited 
5-10  seconds  for  S|  to~rep1y.    If  S|  did  not  touch  the  correct 
sentence,  T  said, "Thank  you."    T  recorded  two  responses,  the 
touching  response  and  the  labeling  response  without  Indicating 
accuracy.    All  of  the  responses  were  followed  by  the  neutrally 
spoken  "Thank  you."    This  procedure  was  Implemented  until  each 
S  had  two  opportunities  to  touch  and  label  each  of  10  sentences. 

Teaching  Procedures 

Step  1  -  Ss  were  seated  In  front  of  the  chartboard.    T  placed  5 
sentence  word  cards  on  the  chartboard  and  said,  "S ^ ,  touch 
the  words  push  red  wagon."    if  S|  touched  the  correct 
sentence,  T  said,  "Good  S | ,  whaF  are  these  words?"    if  S| 
verbally  labeled  the  sentence,  T  recorded  a  correct  touching 
response  and  a  correct  labeling  response,  smiled  and  said, 
"Good  S] ,"  Issued  a  consumable  consequence* and  presented  a 
different  cue  to  $2* 

Step  2  -  if  Si  did  not  respond  or  made  an  Incorrect  touching  re- 
sponse, f  said,  "hk)!"    repeated  the  cue,  "S ] ,  touch  the  words 
push  red  wagon."  and  touched  the  correct  sentence.    T  then 
repeated  the  cue,  "S,| ,  touch  the  words  push  red  wagon."  if 
S|  touched  the  correct  sentence,  T  smiled,  said, "Good  touching 
words  push  red  wagon."    recorded  "M,"  and  said,  "S] ,  what  are 
these  words?"    If  Sj  responded  correctly,  T  saH,"Good  S| ," 
recorded  a  correct  labeling  response,  did  not  Issue  a  con- 
sumable consequence  and  presented  a  different  cue  to  S?*  etc. 
If  S|  Incorrectly  labeled  the  sentence,  T  said, "No!  These 
words  are  push  red  wagon.    What  are  these  words?"    if  S] 
labeled  the  words  correctly,  T  said,  "Good  S|,"  recorded 
"M,"  did  not  Issue  a  consumable  consequence, and  presented  a 
different  cue  to 

Step  3  -  If  Si  did  not  respond  or  made  an  Incorrect  touching  re- 
sponse, T  said,  "No!"    repeated  the  cue,  "S | ,  touch  the  words 
push  red~wagon."  and  guided  Si's  hand  untiT  It  touched  the 
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correct  sentence.    T  said,  "Good  touching,"    recorded  "P," 
and  said,  "S | ,  what  Is  this  sentence?"    If  S]  labeled  the 
sentence,  T^recorded  a  correct  response  and  presented  a  dif- 
ferent sentence  cue  to  $2.    If  S|  labeled  the  sentence  In- 
correctly, T  said,  "No I    These  are  the  words  push  red  wagon. 
Touch  the  words  push  red  wagon."  as  T  primed  the  touching  re- 
sponse.   T  then  repeated  the  cue.  "What  are  these  words?"  If 
S|  correctly  labeled  the  words,  T  said,  "Good  S| ,"  recorded 
a  primed  touching  response  and  a  modeled  labeling  response, 
did  not  Issue  a  consumable  consequence,  and  presented  a  dif- 
ferent cue  to  etc. 

Step  k  -  If  S]  did  not  respond  or  responded  Incorrectly,  T  said, 
"No!"  and  touched  the  correct  word  card.    T  said,  "These  are 
words  push  red  wagon."   T  recorded  Incorrect  touching  and 
labeling  responses, and  p7esented  a  different  cue  to  $£,  etc. 

These  procedures  were  Implemented  until  each  S,  correctly 
touched  and  labeled  each  of  10  sentence  word  cards  on  two 
consecutive  occasions  without  assistance  from  T. 

Phase  VI.  Part  3:    When  presented  with  word  cards  that  contain  direct 
commands,  students  will  label  the  words  in  response  to  the  verbal 
cue.  "What  are  these  words?" 

Baseline  measures  were  obtained  as  follows:    Ss  were  seated  In  front 
of  the  chartboard  In  the  Reading  Corner.    T  placed  a  set  of  5 
sentences  on  the  chartboard.    T  pointed  to  one  sentence  word  card 
and  said,  "S] ,  what  are  these  words?"    T  waited  5-10  seconds  for 
S|  to  respond.    T  recorded  the  responses  without  Indicating 
accuracy,  and  replied  with  the  neutrally  spoken  "Thank  you." 
Baseline  measures  were  concluded  when  each  S  had  two  opportunities 
to  label  each  of  10  sentence  word  cards. 

Teaching  Procedures 

Step  1  -  T  placed  5  sentence  word  cards  on  a  chartboard  In  front 
of  Ss.    T  pointed  to  one  sentence  word  card  and  said,  "S | , 
what  are~these  words?"    T  waited  5-10  seconds.    If  S\  correctly 
labeled  the  sentence,  T  Fecorded  a  correct  response,  issued 
a  consumable  consequence, and  said,  "Good  reading  S,| ,"  and 
presented  a  different  cue  to  $2,  etc. 

Step  2  -  If  S,|  did  not  make  a  response  or  made  an  Incorrect 

labeling  response,  T  said,  "Nol    These  words  are  push  red 
wagon.    What  are  these  wordb?"    If  S]  labeled  the  words 
correctly,  T  said,  "Good  Sp"    -ecorded  an  "M,"  did  not 
issue  a  consumable  consequence, and  presented  a  different 
cue  to  $2,  etc. 

Step  3  -  If  S.1  did  not  make  a  response  or  made  an  Incorrect 

labeling  response,  T  said,  "Nol    These  words  are  push  red 
wagon."    T  recorded  an  Incorrect  response,  did  not  Issue  a 
consumable  consequence, and  presented  Sjj,  with  a  different 
cue,  etc. 
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These  procedures  were  Implemented  until  each  S  correctly 
labeled  each  of  10  sentence  word  cards  on  two  consecutive 
occasions  without  assistance  from  T. 

Phase  VI.  Part  k:    When  presented  with  word  cards  that  contain  direct 
conmands.  students  wMI  label  the  words  In  response  to  the  verbal 
cue  "What  are  these  words?"  and  demonstrate  comprehension  by  touching 
a  picture  that  represents  the  direct  command  In  response  to  the  verbal 
cue  "Touch  a  picture  of  It." 

Baseline  measures  of  the  Ss'  abilities  to  label  the  sentences  and  touch 
appropriate  pictures  were  obtained  as  follows:    Ss  were  seated  at 
the  chartboard  In  front  of  T.    T  placed  5  picture  cards  on  the 
chartboard  In  front  of  Ss,  and  placed  one  word  card  above  the 
picture  and  said,  "S|.,  what  are  these  words?"    If  Si  labeled  the 
words  correctly,  T  said,  "Touch  It."    If  S|  touched  the  appropriate 
picture,  T  recorded  the  responses.    If  Si^dld  not  label  the  words 
correctly,  T  said,  "Thank  you,"    recorded  the  responses  without 
Indicating  accuracy.    All  responses  were  followed  by  the  neutrally 
spoken  "Thank  you."    T  then  presented  a  different  cue  to  $2,  etc. 
This  procedure  was  Implemented  until  each  S  had  two  opportunities 
to  label  each  of  10  word  cards  and  touch  correlated  pictures. 

Teaching  Procedures 

Step  I  -  Ss  were  seated  at  the  chartboard  In  front  of 'T.  T 
placed  5  picture  cards  on  the  chartboard,  placed  one  word 
card  above  the  pictures  and  said,  "S | ,  what  are  these  words?" 
If  S|  labeled  the  words  correctly,  T  said,  "Touch  It."  If 
S|  touched  the  picture,  T  said,  "Good  S|,"    Issued  a  consum- 
able consequence,  recorded  a  correct  labeling  response  ind  a 
correct  touching  response,  and  presented  a  different  cue  to 
$2*  etc. 

Stee_  2a  -  If  S|  made  no  response  or  made  an  Incorrect  labeling  re- 
sponse, T  said,  "No!"    presented  the  sentence  card  again, 
repeated  the  cue,  "S| ,  what  are  these  words?"  and  verbally 
modeled  the  correct  response,  "These  words  are  push  red 
wagon."    T  repeated  the  cue,  "S | ,  what  are  these  words?" 
If  S|  cor7ectly  labeled  the  wo7ds,  T  smiled  and  said,  "Good," 
recorded  "M"  on  the  data  sheet,  did~not  deliver  a  consumable 
consequence »and  said,  "S] ,  touch  It."    if  S|  responded 
correctly,  T  smiled  and  said,  "Good  Si  ,"    recorJed  a  correct 
touching  response, and  presented  a  dlTrerent  cui  to  S^t  etc. 

Step  2b  -  if  S|  labeled  the  sentences  correctly,  but  did  not  make 
a  correct  touching  response,  T  said,  "Itol"    presented  the 
sentence  card, and  repeated  the  verbal  cue,  "S| ,  what  are  these 
words?"    If  S|  labeled  the  words  correctly,  T  said,  "Good. 
Touch  it."  a?  T  touched  the  correct  picture. ~  T  presented 
the  sentence  card  and  repeated  the  verbal  cue,  "S j ,  what  are 
these  words?"    If  Sj  correctly  labeled  the  wordsT  T  recorded 
a  correct  labeling  response  and  said,  "Good,  touch^it."  if 
S|  touched  the  correct  picture,  T  said,  "Good,"    recorded  an 
"M,"  did  not  Issue  a  consumable  consequence, and  presented  a 
different  cue  to  S2*  etc. 
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Step  3  -  If  S|  did  not  respond  correctly  or  made  no  response,  T 
said,  "iJol    These  are  words  push  red  wagon.",  touched  the 
correct  picture,  recorded  Incorrect  responses,  and  terminated 
teaching.    $2  was  then  presented  a  different  sentence  word 
card,  etc. 

These  procedures  were  followed  until  each  S  labeled  10 
sentence  word  cards  and  touched  the  correlated  pictures  on 
two  consecutive  occasions  without  assistance  from  T. 

Phase  VI «  Part  5:    When  presented  with  word  cards  that  contain  direct 
commands,  students  will  label  the  words  In  response  to  the  verbal 
cue.  "What  are  these  words?"  and  demonstrate  comprehension  by  per- 
forming appropriate  actions  in  response  to  the  verbal  cue  "Show  me" 
or  "Do  It." 

Baseline  measures  were  obtained  in  the  following  manner:    Ss  were 
seated  in  front  of  the  chartboard.    T  placed  5  sentence  word 
cards  on  the  chartboard,  pointed  to  one  sentence  word  card  and 
said,  "S I ,  what  are  these  words?"   T  waited  5-10  seconds  for  S| 
to  label  the  words.    T  followed  a  correct  labeling  response  with 
"Show  me"  or  "Do  it."~  If  S|  did  not  make  a  correct  labeling  re- 
sponse, T  said  "Thanl^  you,"  recorded  the  responses  without  in- 
dlcatlng^accuracy.    T  replied  with  the  neutrally  spoken  "Thank 
you."    Baseline  measures  were  concluded  when  each  S  had  two 
opportunities  to  label  each  of  10  sentence  word  cards  and  demon- 
strate appropriate  actions. 

Teaching  Procedures 

Step  1  -  T  placed  5  sentence  word  cards  on  the  chartboard.  T 
pointed  to  one  sentence  word  card  and  said,  "S ] ,  what  are 
these  words?"    T  waited  5-10  seconds.    If  S]  responded 
correctly,  T  said, "Show  me"  or  "Do  it."    If  S]  performed 
the  action  correctly,  T  recorded  a  correct  labeling  response 
and  a  correct  action  response,  issued  a  consumable  conse- 
quence, and  said  "Good  job,  S|."    T  then  presented  a  different 
cue  to  $2 I  etc. 

Step  2a  -  If  Sj  made  no  response  or  made  an  incorrect  action  re- 
sponse, f  said,  "No!    S j ,  read  the  words  again."    If  S| 
labeled  the  words  correctly  and  performed  the  action  correctl 
T  recorded  a  correct  labeling  response  "+2",  a  correct 
action  response  "■t*2".  Issued  a  consumable  consequence,  and 
said,  "Good  reading  Sj."    T  then  presented  a  different  cue 
to  etc. 

Step  2b  -  If  S|  made  no  response  or  made  an  incorrect  labeling  re- 
sponse, f  marked  the  missed  words  and  said,  "No!    Read  the 
sentence"agaln."    If  Sj  labeled  the  sentence  correctly,  T 
recorded  a  "+2"  labeling  response,  and  said,  "Sp  show  me  or 
do  It."    If  S|  performed  the  action,  T  recorded  a  correct 
action  response,  said  "Good  S] •"    did  not  issue  a  consumable 
consequence, and  presented  a  different  sentence  to  S^,  etc. 
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Step  3a  -  If  §.|  made  no  response  or  made  an  Incorrect  act  ton  re- 
sponse, X  sa!d,  "No!    S | »  read  the  words  again."    if  S] 
correctly  labeled  the  vvords,  T  said,  "S| ,  loolc.    Do  it."  and 
T  performed  the  action.    T  repeated  the  cue.    if  S|  correctly 
Tabeled  the  words,  T  saldT  "Do  It."    If  S|  performed  the 
action  correctly,  T  said,  "Good  S|,"    recorded  a  ••+3"  labeling 
response  and  an  "M"  action  response,  did  not  Issue  a  consum- 

0      able, and  presented  a  different  cue  to  etc. 

Step  3b  -  If  S]  made  no  response  or  made  an  Incorrect  labeling  re- 
sponse, f  said,  "No!    Si,  read  the  words  again."    T  labeled 
the  wordT,  "These  are  the  words  push  red  wagon."  and  repeated 
the  cue,  "S^ ,  read  the  words."    if  S|  correctly  labeled  the 
words,  T  said,  "Do  it."    if  S|  made  a  correct  action  response, 
T  recorded  an  "hf'  labeling  response  and  a  "•f3"  action  response, 
did  not  Issue  a  consumable  consequence, and  presented  a  dif- 
ferent cue  to  ^^c* 

Step  k  -  if  S|  made  no  responses  or  made  Incorrect  responses,  T 
said,  "No!    S I ,  these  words  are  push  red  waoon.".  recorded 
an  Incorrect  labeling  response  and  performed  the  action 
directed  by  the  sentence.    T  recorded  an  Incorrect  action 
response,  did  not  Issue  a  consumable  consequence,  and  termi- 
nated teaching.    T  presented  a  different  cue  to  S2,  etc. 

These  procedures  were  Implemented  until  each  S  correctly 
labeled  each  of  10  sentences  and  performed  the  appropriate 
jctlons  on  two  consecutive  occasions  without  assistance 
from  T. 


Phase  VI i :  Teaching  students  to  label  words  that  contain  selected  articles 
(e.g.,  a",  an.  the)  and  to  demonstrate  understanding  that  If  an  article 
precedes  a  noun,  the  meaning  of  the  noun  is  not  effected  (I.e.,  "Touch 
a  ball."  communicates  the  same  Information  as  "Touch  ball."). 

Phase  Design:  Phase  VII  consists  of  seven  parts.  Part  7  embodies  the 
criterion  responses.  The  general  design  used  to  teach  and  verify 
criterion  responding  is  described  in  Phase  i. 

Phase  Vi I ,  Part  1 :    When  presented  with  word  cards  that  contain  art.cles. 
students  will  visually  discriminate  (touch)  word  card-:  in  response  to 
printed  and  verbal  cues  (e.<i..  The  teacher  presents  the  word  a  and 
says,  "This  is  the  word  a.    Touch  the  word  a.")  and  will  label  articles 
In  response  to  the  cue  "What  Ig  this  word?" 

Baseline  measures  were  obtained  in  the  following  manner:    Ss  were 
seated  'it  a  table  In  front  of  T.    T  placed  4  word  cards  on  the 
table  In  front  of  S],  presented  a  word  card  and  said,  "S | ,  this 
Is  the  word  a.    Touch  the  word  a."    If       touched  the  word  a,  T 
said,  "Sp  what  Is  that  word?"    If  S|  dTd  not  touch  the  correct 
word,  T  said,  "Thank  you."   T  waited  5-10  seconds,  recorded  the 
responTes  without  indicating  accuracy.    All  responses  were  followed 
by  the  neutrally  spoken  "Thank  you."    T  then  presented  a  different 
cue  to  S2»  etc.    These  procedures  were  implemented  until  each  S 
had  two  opportunities  to  touch  and  label  each  of  4  wordc<  (a,  the, 
and,  &  an). 
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Teaching  Procedures 

Step  1  -  Ss  were  seated  at  a  table  In  front  of  T.    T  placed  k  word 
cards  on  the  table  In  front  of  Ss.    T  presented  a  word  card 
and  said,  ''Si,  this  Is  the  word""a.    Touch  another  word 
T  waited  5-*To  seconds  for  S|  to  respond  and  then  said,  ''What 
Is  this  word?"    If  S|  responded  correctly,  T  said,  ''Good  job, 
S] recorded  a  correct  touching  response  and  a  correct 
labeling  response.  Issued  a  consumable  consequence i and  pre- 
sented a  different  cue  to  Sj^^  etc. 

Step  2a  -  If  S|  made  no  response  or  made  an  Incorrect  touching  re- 
sponse, T  said,  "NoP'   presented  the  word  card  again  and  said, 
*'S|,  this  Is  the  word  a.    Touch  another  word  a."  as  T  modeled 
the  correct  response  by  touching  the  correct  word.    T  pre- 
sented the  word  card  and  repeated  the  verbal  cue,  "S | ,  this 
Is  the  word  a.    Touch  another  word  a."    If  S|  correctly  Imi- 
tated the  model,  T  smiled  and  sald,"'"6ood,  what  Is  that  word?'' 
If  S]  labeled  the  word,  T  recorded  a  modeled  touching  response 
and  a  correct  labeling  response,  did  not  Issue  a  consumable 
consequence, and  presented  a  different  cue  to  S^^  e^^* 

Step  2b  -  If  S^i  made  no  response  or  made  an  Incorrect  labeling  re- 
sponse, T  saidV"Nol*'    presented  the  word  card  and  repeated 
the  cue,"""S],  this  Is  the  word  a.    Touch  another  word  a."  If 
S|  touched""the  correct  word,  T  laid,  "A.    This  Is  the  word  a,." 
?|,  what  Is  that  word?"    If  sj  labeled""the  word,  T  recorded  a 
correct  touching  response  and  a  modeled  labeling  responsei  did 
not  Issue  a  consumable  consequence, and  presented  a  different 
cue  to  S>2f  etc. 

Step  3  -  If  Si  made  no  response  or  made  an  Incorrect  touching  re- 
sponse, T  said,  "Noi"   presented  the  word  card,  saldi"S|,  this 
IS  the  word  a.    Touch  another  word  a."  as  T  physically  primed 
the  correct  response  by  guiding  S|'s  hand  until  it  touched  the 
correct  word  card.    T  said,  "S | ,  touch  the  word  a."  recorded  a 
primed  response, and  sald,"S],  what  Is  this  word?"    if  S| 
labeled  the  word,  T  recorded  a  correct  response,  did  not 
deliver  a  consumable  consequence, and  presented  a  different 
cue  to  $2$  etc. 

Step  k  -  If  Sj  made  no  response  or  made  Incorrect  responses,  T 
said,  "No!    This  Is  the  word  a."  as  T  touched  the  word  a, 
reci. rded  an  Incorrect  touching  response  and  an  incorrect 
labeling  response,  did  not  Issue  a  consumable  consequence 
and  terminated  teaching.    T  presented  a  different  cue  to 
S^2f  etc. 

These  procedures  were  implemented  until  each  S  touched  and 
labeled  each  of  the  k  word  cards  correctly  on  two  consecutive 
occasions  without  assistance  from  T. 

Phase  Vll t  Part  2:    When  presented  with  word  cards  that  contain  articles, 
students  will  visually  discriminate  words  In  response  to  the  verbal 
cue,  "Touch  the  word  (a)"  and  will  label  words  In  response  to  the 
verbal  cue  "What  is  this  word?" 
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BaseUne  measures  were  obtained  In  the  following  manner:    Ss  were  seated 
at  a  table  In  front  of  T.    T  placed  k  word  cards  In  front  of  Sj 
and  said,  "Si,  touch  the  word  a."    If       correctly  responded  T 
said,  "What""ls  that  word?"    lf""S]  responded  Incorrectly,  T  said, 
"Thank  you."    T  recorded  the  responses  without  Indicating  accuracy. 
Each  response  was  followed  with  the  neutrally  spoken  "Thank  you." 
Then  T  presented  a  different  cue  to  S.21  etc.    When  each  S  had  two 
opportunities  to  touch  or  label  each""of  k  word  cards,  baseline 
measures  were  concluded. 

Teaching  Procedures 

Step  I  -  Ss  were  seated  at  a  table  In  front  of  T.    T  placed  the  4 
word^cards  In  a  row  In  front  of  S ] .    T  said, "Si,  touch  the 
word  a."    If  Sj  touched  the  correct  word,  T  smiled  and  said, 
"Good""touchlng.    What  Is  that  word?"    T  waited  5-10  seconds 
for  S]  to  respond.    If  S]  labeled  the  word,T  recorded  a 
correct  touching  response  and  a  correct  labeling  response, 
issued  a  consumable  consequence,  and  presented  a  different 
cue  to  S,2i  etc. 

Step  2a  -  'f       made  no  response  or  made  an  Incorrect  touching  re- 
sponse, T  said,  "No!    S ] ,  touch  the  word  a."  as  I  modeled  the 
correct  Touching  response.    T  repeated  the  verbal  cue,  "S | , 
touch  the  word  a."    If  S]  touched  the  correct  word,  T  smiled, 
said,  "Good  touching.    What  Is  this  word?",  waited  5-10 
seconds  for  S]  to  respond, and  recorded  a  modeled  touching 
response  and~a  correct  labeling  response,  did  not  Issue  a 
consumable  consequence, and  presented  a  different  cue  to  S2, 
etc. 

Step  2b  -  If  S|  made  no  response  or  made  an  Incorrect  labeling  re- 
sponse, T  said,  "Ito!"    T  repeated  the  cue,  "Sp  touch  the  word 
a."    If  S]  correctly  reTponded,  T  said,  "Good  Si.    What  Is 
that  word?"    If  S|  made  no  response  or  made  an  Incorrect 
labeling  response,  T  said,  "No!    S| ,  touch  the  word  a.  This 
Is  the  word  a.    What"  Is  this  word?"    If  S]  correctly  labeled 
the  word,  T  said,  "Good  Si,"    recorded  a  correct  touching  re- 
sponse and~a  modeled  labeling  response,  did  not  Issue  a  con- 
sumable, and  presented  a  different  cue  to  etc. 

Step  3a  -  If  S|  did  not  respond  or  made  an  Incorrect  touching  re- 
sponse, X  said,  "^to!"    repeated  the  verbal  cue,  "S] ,  touch 
the  word^a."  and  primed  the  correct  response  by  guiding  S j • s 
hand  until  It  touched  the  correct  word.    T  said,  "S | ,  what  Is 
this  word?"    If  S|  responded  by  labeling  the  word,  T  said, 
"Good  S] ,"    recoFded  a  primed  touching  response  and  a  correct 
labeling  response,  did  not  Issue  a  consumable  consequence,  and 
presented  a  different  cue  to  S2>  etc. 

Step  3b  -  If  S|  did  not  respond  or  made  an  Incorrect  labeling  re- 
sponse, T  said,  "No!"    repeated  the  verbal  cue,"S|,  touch  the 
word  a."""and  primed  the  correct  response  by  guiding  S| '  s  hand 
untll^lt  touched  the  correct  word.    T  said,  "S] ,  what  Is  this 
word?"    If  S.I  did  not  respond  correclly  or  did  not  make  a 
labeling  relponse,  T  said, "No!"    repeated  the  verbal  cue,  "Sj , 
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touch  the  word  a."    primed  the  correct  response  and  Sdid» 
''This  word  fs  a.   What  is  this  word?''    if  S|  imitated  the 
verbal  model »  T  Sdid»  "Good  Sj,"    recorded  a  primed  touching 
response  and  a  modeled  labeling  response^  did  not  issue  a 
consumable  consequencet and  presented  a  different  cue  to 
etc. 

Step  k  *  If  S]  made  no  response  or  made  an  incorrect  response,  T 
said/'Noi    This  word  Is  a."  and  touched  the  word  a.  T 
recorded  an  incorrect  touching  response  and  an  incorrect 
labeling  response,  did  not  Issue  a  consumable  consequence, 
and  terminated  teaching.    A  different  cue  was  presented 
to  etc. 

These  procedures  were  implemented  until  each  S  touched  and 
labeled  each  of  k  words  on  two  consecutive  occasions  with- 
out assistance  from  T. 

Phase  VI 1 1  Part  3:  When  presented  with  word  cards  that  contain  articles, 
students  will  label  the  words  in  response  to  the  verbal  cue  '*What  Is 
this  word?" 

Basel Ine  measures  were  obtained  In  the  following  manner:    ^s  were 
seated  at  a  table  In  front  of  T.    T  presented  a  word  card  to 
S|  and  said,  "S | ,  what  is  thls^word?"    If  S|  labeled  the  word 
correctly,  T  recorded  the  responses  without  Indicating  accuracy. 
All  responses  were  followed  by  the  neutrally  spoken  "Thank  you." 
T  then  presented  a  different  cue  to        etc.    Baseline  measures 
were  concluded  when  each  S  had  two  opportunities  to  label  each 
of  the  k  word  cards  In  response  to  the  verbal  cue  "What  Is  this 
word?" 

Teaching  Procedures 

Step  1  -  Ss  were  seated  at  a  table  In  front  of  T.    J  presented 
a  woFd  card  to  S]  and  said,  "S | ,  what  is  chis  word?"    if  S| 
responded  correctly,  T  said,  "Good  job      ,"    recorded  a 
correct  labeling  response.  Issued  a  consumable  consequence, 
and  presented  a  different  cue  to  etc. 

Step  2  -*  if  S|  made  no  response  or  made  an  incorrect  labeling  re- 
sponse, t  said,  "No!'',  presented  the  word  card  again  and 
said,  "Sj,  what  is  this  word?  This  Is  the  word  a.  S | ,  what 
is  this"*word?"  If  S|  correctly  Imitated  the  verbal  model,  T 
said,  "Good  Job  S},"  recorded  a  modeled  response,  did  not  ^ 
issue  a  consumabU  consequence,  and  presented  a  different 
cue  to  S2»  etc. 

Step  3      If  S|  did  not  make  a  response  or  made  an  Incorrect  labeling 
response,  T  said,  "No!"   presented  the  word  card  again,  and 
said,  "Sp'^thls  is  the  word  a.    What  is  this  word?"    If  S| 
correctly  imitated  the  verbal  model,  T  said,  "Good,"  recorded 
the  response  "M2»"  did  not  Issue  a  consumable  consequence,  and 
presented  a  different  cue  to  S2>  efc. 
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Step  k  -  If  Si  did  not  respond  or  made  an  Incorrect  labeling  re- 
sponse,""! said,  ''No!    This  Is  the  word  a."  recorded  an  In- 
correct Response  and  terminated  teaching.    S^  was  then 
presented  a  different  cue,  etc. 

These  procedures  were  Implemented  until  each  S  labeled  each 
of  the  k  words  correctly  on  two  consecutive  occasions  with-* 
out  assistance  from  T. 

Phase  VH  >  k:    When  presented  with  word  cards  that  contain  noun  phrases 

(e.g.t  a  baH)>  students  will  label  the  words  In  response  to  the  verbal 
cue  ^'What  are  these  words?" 

Baseline  measures  were  obtained  by  Implementing  the  following  procedures 
Ss  were  seated  at  a  table  In  front  of  T.    T  presented  a  word  card 
to  S]  and  said,  ''S.] ,  what  are  these  words?*^    if  S|  labeled  the 
words,  T  recorded  the  response  without  Indicating  accuracy.  Re- 
sponses were  followed  with  the  neutrally  spoken  "Thank  you."  T 
then  presented  a  different  cue  to  S2»  etc.    Baseline  measures 
were  concluded  when  each  S  had  two  opportunities  to  respond  to 
each  of  the  10  word  cards  and  the  verbal  cue  "What  are  these 
words?" 

Teaching  Procedures 

Step  1  -  Ss  were  seated  at  a  table  In  front  of  T.    T  presented  a 
word  card  and  said,  "S ] ,  what  are  these  words?"    If  S|  re- 
sponded correctly,  T  said,  "Good  job  S]»"    recorded  a  correct 
response.  Issued  a  consumable  consequence* and  presented  a 
different  cue  to  S2»  etc. 

Step  2  «  If  S]  made  no  response  or  made  an  incorrect  labeling  re- 
sponse, t  said,  "No!"    presented  the  word  cardtand  repeated 
the  cue,"^"S|,  what  Is  this  word?    These  words  are  a  wagon. 
S } ,  what  a?e  these  words?"    If  S]  correctly  Imitated  the 
verbal  model,  T  said,  "Good  job  Sp"    recorded  a  modeled 
response,  did  not  issue  a  consumaole  consequence,  and  pre- 
sented a  different  cue  to  S2»  etc. 

Step  }  •  If  S^j  did  not  respond  or  made  an  Incorrect  labeling  re- 
sponse, T  said,  "No!    These  are  the  words  a  wagon.",  recorded 
an  Incorrect  response,  and  terminated  teaching.    S2  was 
then  presented  a  different  cue,  etc. 

These  procedures  were  Implemented  until  each  S  labeHd  e^^ch 
of  10  word  cards  correctly  on  two  consecutive  occasions 
without  assistance  from  T. 

Phase  VM .  Part  S:    When  presented  with  word  cards  that  contain  odjectlve 
phrases  Te^g.,  7  red  ballj,  students  will  label  the  words  In  response 
to  the  verbal  cue,  "What  are  these  words?"  and  demonstrate  comprehension 
by  touching  the  object  referred  to  In  the  phrase  In  response  to  the 
verbal  cue  "Touch  It." 
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Baseline  rfeasures  of  the  Ss'  abilities  to  label  the  words  and  touch 
correlated  pictures  were  obtained  as  follows:    Ss  were  seated  at 
the  chartboard  In  front  of  T.    T  placed  3  picture  cards  on  the 
chartboard»  placed  a  word  card  above  the  picture»and  said»  **S|» 
what  are  these  words?"    If  S|  labeled  the  words»  T  said»  'Touch 
It.*'    If  S|  did  not  label  the  words,  T  said,  'Thank  you."  and 
recorded  the  responses  without  IndlcaFlng  accuracy.    All  responses 
were  followed  by  the  neutrally  spoken  "Thank  you."    T  then  pre- 
sented a  different  cue  to  $2$  etc.    This  procedure  was  implemented 
until  each  S  had  two  opportunities  to  respond  to  each  of  10  word 
cards. 

Teaching  Procedures 

Step  I  •  Ss  were  seated  at  the  chartboard  In  front  of  T.    T  placed 
3  picture  cards  on  the  chartboard,  placed  a  word  card  above 
the  picture^and  said,  "S | ,  what  are  these  words?"    If  S,|  re- 
sponded correctly,  T  said,  "Touch  It."    if  S|  correctly 
touched  the  picture,  T  said,  "Good  S|,"    issued  a  consumable 
consequence,  recorded  a  correct  labeling  response  and  a 
correct  touching  response, and  presented  a  different  cue  to 
12,  etc. 

Step  2a  -  if  S|  made  no  response  or  made  an  Incorrect  labeling  re- 
sponse, T  said,  "No I"    presented  the  word  card,  repeated  the 
cue,  "S] ,  what  are  these  words?"  and  verbally  modeled  the 
correct  response,  "These  are  the  words  a  wagon."    T  repeated 
the  cue,  "S |  •  what  are  these  words?"    If  S^]  correcTly  Imitated 
the  verbal"model,  T  smiled,  said,  "6ood,"~  recorded  "M,"  did 
not  deliver  a  consumable  consequence  and  said, "St,  touch  It." 
If  S|  responded  correctly,  T  smiled,  said  "Good'^S] ,"  recorded 
a  correct  touching  response, and  presented  a  different  cue  to 
S2»  etc. 

Step  2b  -  If  S]  labeled  the  word  correctly,  but  did  not  make  a 

correct  touching  response,  T  said,  "^k>l"    presented  the  word 
card, and  repeated  the  verbal  cue,  "S) ,  what  are  these  words?" 
If  S]  labeled  the  words  correctly,  T  said,  "Good,"  recorded 
a  correct  labeling  response,  said  "Touch  it."  and  modeled  the 
correct  touching  response.    T  again  presented  the  word  card 
and  repeated  the  verbal  cue  "S | ,  what  are  these  words?"  If 
S|  correctly  labeled  the  words,  T  recorded  a  correct  labeling 
response, and  said  "Good,  touch  iT."    if  S]  touched  the  correct 
picture,  T  said, "Good,"    recorded  an  "M,"  did  not  Issue  a 
consumable  consequence, and  presented  a  different  cue  to  §2, 
etc. 

Step  3  *  If  Sj  did  not  respond  correctly  or  mat^e  no  response,  T 

said,  "Nol    These  are  the  words  a  wagon." ^  touched  the  correct 
picture,  recorded  incorrect  labeling  and  touching  responses 
and  terminated  teaching.    S2  was  then  presented  a  different 
cue,  etc. 
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These  procedures  were  tmptemented  until  each  S  labeled  10 
article-noun  phrases  and  touched  10  pictures  correctly  on 
two  consecutive  occasions  without  assistance  from  T. 

Phase  VII.  Part  6:    When  presented  with  word  cards  that  contain  adjective 
phrases  (e.g..  a  red  ball),  students  will  label  the  words  in  response 
to  the  verbal  cue  "What  are  these  words?"  and  demonstrate  comprehension 
by  touching  the  object  referred  to  In  the  phrase  In  response  to  the 
verbal  cue  "Touch  It." 

Baseline  measures  of  Ss'  abilities  to  label  words  and  touch  pictures 
were  obtained  as  follows:    Ss  were  seated  at  the  chartboard  in 
front  of  T.    T  placed  5  pIcTure  cards  on  the  chartboard.  T 
place  a  word  card  above  the  pictures  and  said,  "S] ,  what  a7e 
these  words?"    If  S|  labeled  the  words,  T  said,  "Touch  it."  If 
S]  did  not  label  the  words,  T  said,  "Thank  you."  and  recorded 
the  responses  without  indicating  accuracy.    All  responses  were 
followed  by  the  neutrally  spoken  "Thank  you."   T  then  presented 
a  different  cue  to  S^*  etc.    This  procedure  was""implemented  until 
each     had  two  opportunities  to  label  each  of  10  word  cards  con- 
taining article  adjective  noun  phrases  and  touch  correlated 
pictures. 

Teaching  Procedures 

Step  I  -  Ss  were  seated  at  the  chartboard  In  front  of  T.  T 
placed  5  picture  cards  on  the  chartboard,  placed  a  wo7d 
card  above  the  pictures  and  said,  "S|,  what  are  these  words?" 
if  S|  labeled  the  words  correctly,  T  said,  "Touch  it."  If 
S|  touched  the  correct  picture,  T  said,  "Good  S|,"  Issued 
a  consumable  consequence,  recorded  a  correct  labeling  and 
a  correct  touching  response, and  presented  a  different  cue 
to  $2,  etc. 

Step  2a  -  If  S]  made  no  response  or  made  an  incorrect  labeling  re- 
sponse, T  said,  "Ktoi"    presented  the  word  card,  repeated  the 
cue,  "S ] ,  what  are  these  words?"  and  verbally  modeled  the 
correct  response,  "These  words  are  a  red  wagon."   T  repeated 
the  cue,  "S| ,  what  are  these  words?"    If  S]  labele?  the  words, 
T  smiled,  said    "Good,"    recorded  "M,"  did  not  deliver  a  con- 
sumable consequence!  and  said,  "S| ,  touch  It."    If  S.]  touched 
the  correct  picture,  T  smiled,  said  "Good  touch i ng7  S] . " 
recorded  a  correct  touching  response, and  presented  a  different 
cue  to  $2,  etc. 

Step  2b  -  if  S|  labeled  the  word  correctly,  but  did  not  make  a 
correct  touching  response,  T  said,  "No!"   presented  the  word 
card  and  repeated  the  verbal  cue,  "S | ,  what  are  these  words?" 
If  S\  labeled  the  words  correctly,  T  said,  "Good,"  recorded 
a  correct  labeling  response,  said  "Touch  it."    and  modeled 
the  correct  touching  response.    T  again  presented  the  word 
card  and  repeated  the  verbal  cueT  "S ] ,  what  are  these  words?" 
if  S{  correctly  labeled  the  words,  T  recorded  a  correct 
labeling  response  and  said,  "Good,  Touch  it."    if  S]  touched 
the  correct  picture,  T  said,  "Good,"    recorded  an  "M,"  did 
not  issue  a  consumable  consequence,  and  presented  a  different 
Q  cue  to  etc. 
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Step  3  -  If  S|  did  not  respond  correctly  or  made  no  response,  T 
safd  "No!    These  are  the  words  a  red  wagon."    touched  the" 
correct  picture,  recorded  fncor7ect  labeling  and  touching 
responses, and  terminated  teaching.    $2  was  then  presented 
a  different  cue,  etc. 

Instruction  continued  until  each  S  correctly  labeled  and 
touched  each  of  10  word  cards  and^plctures  on  two  con- 
secutive occasions  without  assistance  from  T. 

Phase  VII.  Part  7;    When  presented  with  word  cards  that  contain  direct 
commands  (eTg..  Bounce  a/an/the/orange  ball.),  students  will  label 
the  words  In  response  to  the  verbal  cue  "What  are  these  words?"  and 
demonstrate  comprehension  bv  selecting  the  oblect  and  performing  the 
action. 

Baseline  measures  were  obtained  In  the  following  manner:    Ss  were 
seated  In  front  of  the  chartboard.    T  placed  5  sentence  cards 
on  the  chartboard  In  front  of  Ss,  pointed  to  a  card  and  said, 
"S|,  what  are  these  words?"   T^walted  5-10  seconds  for  to 
label  the  words.    T  followed  a  correct  labeling  response  with 
"Show  me"  or  "Do  it."    If  S)  did  not  label  the  words  correctly, 
T  said, "Thank  you."    T  recorded  responses  without  Indicating 
accuracy.    T  replied  with  the  neutrally  spoken  "Thank  you." 
Baseline  measures  were  concluded  when  each  S  had  two  oppor- 
tunities to  label  each  of  10  sentence  cards~contalnlng  a  verb 
an  article  an  adjective  and  a  noun  and  perform  the  correlated 
actions. 

Teaching  Procedures 

Step  1  -  T  placed  5  sentence  cards  on  the  chartboard,  pointed  to 
a  ca7d  and  said,  "S | ,  what  are  these  words^"    If  S)  re- 
sponded correctly,~T  waited  5-10  seconds  and  saldT  "Show 
me"  or  "Do  It."    If""s.|  performed  correctly,  T  recorded  a 
correct  labeling  response  and  a  correct  action  response, 
issued  a  consumable  consequence, and  said,  "Good  Job,  Sj." 
T  then  presented  a  different  cue  to        etc.  *" 

Step  2  -  If  Si  made  no  response  or  made  an  incorrect  action  re- 
sponse, T  said,  "No!    S | ,  read  the  words  again."    If  Si 
labeled  the  words  and  performed  the  action  correctly, "t 
recorded  a  correct  labeling  response  "+2"  and  a  correct* 
action  response  "•i-2".  Issued  a  consumable  consequence  and 
said,  "Good  reading  Sj."    T  then  presented  a  different  cue 
to  S2»  etc. 

Step  3a  -  If  S|  made  no  response  or  made  an  incorrect  labeling  re- 
sponse, T  said,  "No!"    and  modeled  the  correct  response,  "S | , 
these  are  the  words  push  a  red  wagon."   T  repeated  the  cue. 
If  Sj  labeled  the  words  correctly,  T  said,  "Do  It.""    If  Sj 
performed  appropriately, T  recorded  a  modeled  labeling  re- 
sponse and  a  correct  actTon  response,  said,  "Good  S) ," 
Issued  a  consumable  consequence,  and  presented  a  different 
cue  to  $2,  etc. 
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Step  3b  -  If  Sj  made  no  response  or  made  an  Incorrect  action  re- 
sponse, T  said,  "No!    S | ,  read  the  words  again."    If  S| 
correctly  labeled  the  wards,  T  recorded  a  "+3"  labeling  re- 
sponse and  performed  the  action.    T  repeated  the  cue.  If 
S|  correctly  labeled  the  words  and^correctly  performed  the 
action,  T  said  "Good  S| ,"  recorded  a  modeled  action  response, 
did  not  Issue  a  consumable  consequence, and  presented  a  dif- 
ferent cue  to  etc. 

Step  h  -  If  Sj  made  no  response  or  made  an  Incorrect  response,  T 
said,  "No!    S I ,  the  sentence  Is  push  a  red  wagon."  recorded 
an  Incorrect  labeling  response,  and  performed  the  action 
directed  by  the  sentence.    T  recorded  an  Incorrect  action 
response,  did  not  Issue  a  consumable  consequence,  and 
terminated  teaching.    T  presented  a  different  cue  to  $2* 

These  procedures  were  Implemented  until  each  S  correctly 
labeled  and  demonstrated  appropriate  actions  Tor  IC  sentences 
on  two  consecutive  occasions  without  assistance  from  T. 


Phase  V il i ;    Teaching  stidents  to  label  printed  words  that  represent  selected 
proper  names  (e.g.,  Tom)  and  to  demonstrate  comprehension  of  the  proper 
names  by  touching  individuals  of  those  names. 

Phase  Design:    Phase  Viil  consisted  of  five  parts.    Part  5  embodies  the 
criterion  responses.    The  general  design  used  to  teach  and  verify 
criterion  responding  Is  described  In  Phase  I. 

Phase  VIII,  Part  I :    When  presented  with  a  group  of  classmates,  students 
will  visually  discriminate  (touch)  self  and  classmates  In  response  to 
verbal  name  cues  (e.g..  "Touch  Tom."). 

Basel Ine  measures  were  obtained  In  the  following  manner:    Three  Ss 
and  Ts  stood  In  front  of  T  and  S | .    T  said,  "S | ,  touch  Tom."  T 
recorded  the  response  without  Indicating  accu?acy.    Each  response 
was  followed  by  the  neutrally  spoken  "Thank  you."    The  verbal 
directions  were  presented  to  each  S  In  rotation.  Baseline 
measures  were  concluded  when  each  S  had  two  opportunities  to 
respond  to  different  verbal  name  cues. 

Teaching  Procedures 

Step  1  -  The  3  Ss  and  T2  stood  In  front  of  S|  and  T.    T  said, 
"Sj ,  touch  Tom."    If  S]  touched  the  coFrect  person,  T 
recorded  a  correct  response,  issued  a  consumable  consequence 
and  said,  "Good  touching,  S|."    T  then  asked  S|  to  stand  up  and 
asked  $2  to  sit  down.    T  pFesented  a  different^  cue  to  $2,  etc. 

Step  2  -  If  S,|  did  not  respond  or  made  an  incorrect  touching  re- 
sponse, T  said,  "No!    _S | ,  touch  Tom."  as  T  touched  the  correct 
person.    T  repeated  the  cue,  "S | ,  touch  Tom."    If  S]  touched 
the  correct  person,  T  said,  "Good  touching  S},"    recorded  an 
"M,"  did  not  issue  a  consumable  consequence7and  asked  S|  to 
stand  in  line.    $2  sat  down  and  was  presented  a  different 
cue,  etc.  ~ 
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Step  3  -  If  Si  did. not  respond  or  made  an  Incorrect  touching  re- 

 Sponse,  T  said,  "No!    Si.  touch  Tom."    as  I  primed  the 

touchlng""response  by  guiding  Si's  hand  until  It  touched 
the  correct  person.    T  said.  "Good  touching."  /ecfrded  a 
»ip     did  not  Issue  a  consumable  consequence. and  asked  S]  to 
stand  In  line.    Sj  sat  down  and  was  presented  a  different 


cue,  etc. 


Step  k  -  If  Si  did  not  respond  or  made  an  Incorrect  touching  re- 

 Sponse,  T  said,  "No!    S| ,  touch  Tom."  and  I  touched  the 

correct  person.    T  recorded  an  Incorrect  touching  response, 
did  not  Issue  a  consumable  consequence,  and  terminated 
teaching.       T  asked  Si  to  stand  In  1 Ine  and  S2  to  si t  down. 
S2  was  presenled  a  different  cue.  etc. 

These  procedures  were  Implemented  until  each  S  responded 
correctly  to  5  different  verbal  name  cues  on  two  consecutive 
occasions  without  assistance  from  T. 

vni.  Part  2;    Uh^n  presented  »^lth  a  classmate,  students  will  make  a 
 proper  name  response  In  response  to  the  verbal  cue  "Who  Is  thlsT 

Baseline  measures  were  obtained  In  the  fol lowing  manner:    Ss  were 

 seated  in  front  of  L    I  asked  Sj  to  stand  beside  her.  I 

pointed  to  S2  standing  beside  her  and  said.  "S | .  who  is  this? 
T  recorded  the  response  without  Indicating  accuracy.    All  re- 
sponses were  followed  by  the  neutrally  spoken  "Thank  you. 
Baseline  measures  were  concluded  when  each  S  had  two  oppor- 
tunities to  name  each  of  3  classmates  and  themselves. 

Teaching  Procedures 

Step  1  -  Ss  were  seated  In  front  of  I.  I  asked  S2  to  stand  beside 
—her."  T  pointed  to  $2  and  said.  "S | .  who  Is  this?"    If  i| 

correctly  labeled  the  classmate.  T  recorded  a  correct  re- 

sponse.  issued  a  consumable  consequence. and  said.    Good  b| . 

T  asked  S2  to  sit  down,  asked  S3  to  stand  beside  her  and 

presented  a  different  cue  to  $2.  etc. 

Step  2  -  If  Si  made  no  response  or  made  an  Incorrect  JfbeUng  re- 
^^ponse.  T  said.  "No!    S , .  this  Is  Tom.    Who  Is  this?"  as  T 
pointed  to  the  person  standing  beside  her.    If  S,  correctly 
named  the  person.  I  said.  "Good  S|."    ""ecorded  an  "M.  did 
not  Issue  a  consumable  consequence,  and  asked  So  to  sit  down. 
T  asked  S3  to  stand  beside  her  and  presented  a  different  cue 
to  Sj. 

Step  3  -  If  Si  made  no  response  or  made  an  Incorrect  labeling  re- 

 Sponse,"?  said,  "No!    This  Is  Tom."    recorded  an  "correct 

label lng~response,  and  terminated  teaching.    I  asked  Sg  to 
sit  down,  asked  S3  to  stand  beside  her  and  presented  a  dif- 
ferent cue  to  Sj. 

These  procedures  were  implemented  until  each  S  correctly 
labeled  k  persons  on  two  consecutive  occasions  without 
assistance  from  T. 


226 


Phase  Vi  t {.  Part  3;    When  presented  with  word  cards  that  contain  proper  names 
students  will  vtsuativ  discriminate  words  In  response  to  printed  and 
verbal  cues  (e.g..  The  teacher  presents  a  word  card  an<i  says  "This  Is 
the  word  Tom.    Touch  another  word  Tom.")  and  wt H  label  the  word  In  re- 
sponse to  the  cue  "What  Is  this  word?" 

Baseline  measures  were  obtained  In  the  following  manner:    Ss  were 

seated  at  a  table  In  front  of  T.    T  placed  k  word  cards  In  front 
il*    I  presented  a  word  card  and  said,  "S j ,  this  is  the  word 
Tom.    Touch  another  word  Tom."    If  S|  touched  the  correct  word, 
T  said,  "What  is  this  word?"    If  S|"dld  not  touch  the  correct 
word,  T  said,  "Thank  you."    T  recorded  the  touching  and  labeling 
responses  without  indlcating~'accuracy.    All  responses  were  followed 
by  the  neutrally  spoken  "Thank  you."    Baseline  measures  were  con- 
cluded when  each  S  had  two  opportunities  to  touch  and  label  each 
of  k  word  cards. 

Teaching  Procedures 

Step  I  -  Ss  were  seated  at  a  table  In  front  of  T.    T  placed  k  word 
cards  In  front  of  S j .    T  presented  a  word  card^and  said,  "S j , 
this  is  the  word  Tom.    Touch  another  word  Tom."    If  Sj  made  a 
correct  response,  T  said,  "Good  touching  S],"    recorded  a 
correct  response,  and  said,  "What  Is  thls"word?"    If  Sj 
correctly  labeled  the  word,  T  said,  "Good  S] ,"    record'ed  a 
correct  response,  issued  a  consumable  consequence, and  pre- 
sented a  different  cue  to  $2,  etc. 

Step  2a  -  If  Sj  did  not  make  a  response  or  made  an  Incorrect 

touchlng~response,  T.sald,  "No!"    T  presented  the  word  card 
again,  repeated  the^cue, ,  this  is  the  word  Tom.  Touch 
another  word  Tom."  and  modeled  the  correct  touching  response. 
T  repeated  the  cue,  "S| ,  this  is  the  word  Tom.    Touch  another 

Tom."    If  S]  made  a  correct  touching  response,  T  said, 
"Good  touching,"    recordcd'an  "M,"  and  said,  "What  Is  this 
word?"    If  S]  correctly  labeled  the  word,  T  said,  "Good," 
recorded  a  correct  response,  did  not  lssue~*a  consumable  con- 
sequence, and  presented  a  different  cue  to  Sg,  etc. 

Step  2b  **  if  S]  made  a  correct  touching  response,  but  made  an  In- 
correct labeling  response,  T  said,  "No!    Sj ,  this  Is  the  word 
Tom.    Touch  another  word  Tom."    If  5]  touched  the  correct  word, 
T  said,  "Sj  this  Is  word  Jom.    Whatsis  this  word?"    If  S| 
correctly  labeled  the  word,  T  recorded  "M,"  did  not  issue  a 
consumable  consequence,  sald^'Good  S|,"    and  presented  a  dif- 
ferent cue  to  $2,  etc. 

Step  3  -  If  S.]  did  not  make  a  response  or  made  an  incorrect  response, 
T  said,  "No!"    presented  the  word  card  again,  repeated  the  cue, 
"S I ,  this  Is  the  word  Tom.    Touch  another  word  Tom."  and  primed 
the  touching  response  by  gul''*ng  Sj's  hand  until  it  touched  the 
correct  word.    T  said,  "Good  Sj,"""  recorded  a  "p,"  and  said 
"What  Is  this  word?"    If  S|  labeled  the  word  correctly,  T  said, 
"Good  S| ,"  recorded  a  correct  labeling  response,  did  not^lssue 
a  consumable  consequence, and  presented  a  different  cue  to  S^, 
etc. 
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Step  k  -  If  S|  made  Incorrect  touching  and  labeling  responses  or 
made  no^response,  T  said,  "No!    S],  this  Is  the  word  Tom. 
Touch  another  word  Tom."  as  T  touched  the  correct  word  and 
repeated  "Tom."    T  recorded  an  Incorrect  touching  response 
and  an  Incorrect  Tabeling  response,  did  not  Issue  a  con- 
sumable consequence,  and  terminated  teaching.    T  presented 
a  different  cue  to  $2,  etc. 

These  procedures  were  Implemented  until  each  S,  correctly 
touched  and  labeled  each  of  k  word  cards  on  two  consecutive 
occasions  without  assistance  from  T. 

Phase  Vm .  Part  k:  When  presented  with  word  cards  that  contain  proper 
names,  students  will  label  the  words  In  response  to  the  verbal  cue 
"What  is  this  word?" 

Baseline  measures  were  obtained  as  follows:    Ss  were  seated  in  front 
of  T.    T  presented  a  proper  name  word  card  to  S.j .    T  said  "Sj , 
whaT  Is^thls  word?"    T  recorded  the  response  without  Indicating 
accuracy.    All  responTes  were  followed  by  the  neutrally  spoicen 
"Thanic  you."    Baseline  measures  were  Implemented  until  each  S 
had  two  opportunities  to  respond  to  each  of  k  proper  name  word 
cards. 

Teaching  Procedures 

Step  I  -  Ss  were  seated  in  front  of  T.    T  presented  a  proper 
name"word  card  to  S| .    T  said,  "S i ,  what  Is  this  word?" 
If  S|  correctly  labeled~the  proper  name,  T  said,  "Good  S| ," 
recorded  a  correct  labeling  response.  Issued  a  consumable 
consequence, and  presented  a  different  cue  to  etc. 

Step  2  -  if  S|  made  no  response  or  made  an  incorrect  labeling 

response,  T  said,  "Nol    S ^ ,  this  word  Is  Tom.    What  is  this 
word?"    lf*"Sj  made  a  correct  response,  T  said,  "Good  S|»" 
recorded  an^'M,"  did  not  issue  a  consumable  consequence, 
and  presented  a  different  cue  to  S,2»  ^^^* 

Step  3  -  If  St  made  no  response  or  made  an  incorrect  labeling  re- 
sponse,""! said,  "Nol    This  word  Is  Tom."    recorded  an  In- 
correct response,  did  not  Issue  a  consumable  consequence, 
and  terminated  teaching.    T  presented  a  different  cue 
to  etc. 

These  procedures  were  implemented  until  each  S^  correctly 
labeled  each  of  k  proper  name  word  cards  on  two  consecutive 
occasions  without  assistance  from  T. 

Phase  Vi  H .  Part  5:    When  presented  word  cards  that  contain  proper  names, 
students  will  label  the  words  In  response  to  the  verbal  cue  "What  is 
this  word?"  and  will  demonstrate  comprehension  by  touching  the  appro- 
priate pei^son. 

Baseline  measures  were  obtained  In  the  following  manner:  Three  Ss  and 
Ts  stood  in  front  of  T  and  S i .  T  presented  a  proper  name  card  to 
Si  and  said,  S|,  whatsis  thTs  word?"   T  v»aited  5-10  seconds  for  S| 
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to  label  the  word,    if       labeled  the  word  correctly  T  waited  5-10 
seconds  for  S|  to  touch  the  correct  person,    if  S|  did  not  label 
the  word  correctly,  T  said,  ''Thank  you.''  and  recorded  the  responses 
without  Indicating  accuracy.    All  responses  were  followed  by  the 
neutrally  spoken  "Thank  you."    Baseline  measures  were  Implemented 
until  each  S  had  two  opportunities  to  respond  to  each  of  k  different 
proper  name  cards. 

Teaching  Procedures 

Step  1  -  Three  Ss  and  T2  stood  In  front  of  T  and  S | .    T  presented 
a  proper  name  card  to  S]  and  said,  "S i ,  what  Is  this  word?" 
T  waited  5-10  seconds  for  S]  to  label  the  word  and  5-10 
seconds  for  S{  to  touch  the  correct  person.    If  ^|  made  the 
correct  labeling  and  touching  responses,  T  said,  "Good  S|  ," 
recorded  a  correct  labeling,  response  and  a^  correct  touching 
response.  Issued  a  consumable  consequence,  and  presented  a 
different  cue  to  etc. 

Step  2a  -  if  S|  made  a  correct  labeling  response  and  an  Incorrect 
touching  response,  T  said,  "No!  ,  what  Is  this  word?"  If 
S|  labeled  the  word  correctly  again,  T  said,  "Good  S ] ,  touch 
Tom."  If  S|  made  a  correct  touching  response,  T  said,  "Good 
S{,"  recorded  a  correct  labeling  response  and  a  '*vc''  touching 
response,  did  not  issue  a  consumable  consequence, and  presented 
a  different  cue  to  S2»  etc. 

Step  2b  -  if  S|  made  a  correct  labeling  response  and  an  Incorrect 
touchlng'^response,  1  said,  "No!    S | ,  what  is  this  word?"  tf 

S|  labeled  the  word  correctly,  T  said,  "Good  S^i ,  touch  ." 

as  T  touched  the  correct  person.    T  repeated  the  cue,-''S|, 
what  Is  this  word?"    If  S|  correctly  labeled  the  proper  name 
card  and  touched  the  correct  person,  T  recorded  a  correct 
labeling  response  and  a  modeled  touchTng  response,  did  not 
issue  a  consumable  consequence,  and  presented  a  different 
cue  to  S2»  etc. 

Step  2c  -  If  S|  made  a  correct  labeling  response  and  an  incorrect 
touching  response,  T  said,  "No!"    recorded  a  correct  labeling 
response  and  an  Incorrect  touching  response,  did  not  Issue  a 
consumable, and  presented  a  different  cue  to  S2» 

Step  3  -  If  S|  made  an  incorrect  labeling  response,  T  said,  "No! 
S I ,  this  word  Is  Tom.    Vhat  Is  this  word?"    If  S|  correctly 
labeled  the  proper  name  card,  T  recorded  an  "M"  on  the  data 
sheet,    if  S|  made  a  correct  touching  response,  T  recorded 
a  correct  touching  response,  said  "Good  Si ,"  did  not  Issue  a 
consumable  consequence, and  presented  a  different  cue  to 
etc. 

\ 

Step  k  -  if  S|  made  an  incorrect  labeling  response  or  made  no  re- 

sponse,  T  said,  "No!    S j ,  this  word  Is   ."  and  touched  the 

person,  recorded  an  Incorrect  labeling  response  and  an  In- 
correct touching  response,  did  not  Issue  a  consumable  con** 
sequence,  and  terminated  teaching.    T  presented  a  different 
cue  to  So,  etc. 
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These  procedures; were  Implemented  until  each  S  responded 
correctly  on  two* consecutive  occasions  by  labeling  k  proper 
name  word  cards  and  making  k  correct  touching  responses 
without  assistance  from  T. 

Phase  iX;    Teaching  students  to  label  printed  words  in  selected  sentences 
(e,g,»  proper  name,  verb,  article,  adject  I ve>  noun,  or  "Tom,  bounce 
the  red  balK**)  and  "to  demonstrate  comprehension  by  performing  the 
actions  directed  by  the  sentences. 

Phase  Design;    Phase  IX  combines  the  components  of  Phase  VI  and  Phase 
Viii  and  consists  of  four  parts.    Part  k  embodies  the  criterion 
responses.    The  general  design  used  to  teach  and  verify  criterion 
responding  is  described  In  Phase  i. 

Phase  IX,  Part  1;    When  presented  with  sentence  cards,  students  will  vis- 
ually discriminate  (touch)  specific  sentences  in  response  to  visual 
and  verbal  cues  (e.g..  The  teacher  presents  a  sentence  card  and  says, 
"This  sentence  Is  Nancy,  push  the  red  wagon.    Touch  another  sentence 
like  It."). 

Baseline  measures  were  obtained  as  follows:    Ss  were  seated  In  front  of 
the  chartboard  In  the  Reading  Corner.    T  placed  5  sentence  cards 
on  the  chartboard,  p.  ^sented  a  duplicate  of  one  of  the  sentences 
at  eye  level  and  said,  "S | ,  this  is  the  sentence  -  Nancy,  push  the 
red  wagon.    Touch  the  same  sentence."    if  S  responded  to  the  verbal 
and  visual  cues,  the  response  was  recorded  without  Indicating 
accuracy.    T  said  "Thank  you."   The  procedure  was  Implemented 
until  each  S  had  two  consecutive  opportunities  to  touch  each  of 
11  sentence  cards  In  response  to  verbal  and  visual  cues. 

Teaching  Procedures 

Step  1  -  T  placed  5  sentence  cards  on  the  chartboard,  presented  a 
duplicate  of  one  of  the  sentences  at  eye  level  and  said,  "S | , 
this  is  sentence  -  Nancy,  push  the  red  wagon.    Touch  the  same 
sentence."    if  S|  correctly  touched  the  sentence,  T  smiled, 
said  "Good  touching,"    recorded  a  correct  response,  Issued 
a  consumable  consequence, and  presented  a  different  sentence 
card  to  S2»  etc. 

Step  2  -  If  Si  did  not  respond  or  made  an  Incorrect  touching  re- 
sponse, T  said,  "No!"    repeated  the  cue,  "^| ,  this  Is  the 
sentence  -  Nancy,  push  the  red  wagon.    Touch  the  same 
sentence."    T  noodeled  the  correct  touching  response  and  then 
repeated  the  cue,  "S| ,  this  Is  the  sentence  -  Nancy,  push  the 
red  wagon.    Touch  the  same  sentence."    If  S]  correctly  touched 
the  sentence,  T  smiled,  said,  "Good  touching  S| •"    did  not 
issue  a  consumable  consequence,  recorded  the  response  "M," 
and  presented  a  different  sentence  card  to 

Step  3  -  If  S^i  did  not  respond  or  made  an  Incorrect  touching  re- 
sponse,^T  said,  "No!"    and  repeated  the  cue,  "S| ,  this  Is  the 
sentence  -  Nancy,  push  the  red  wagon.    Touch  the  same  sentence." 
and  primed  the  touching  response  by  guiding  S]'s  hand  until  It 
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touched  the  same  sentence,  smfled  and  said,  "Good  S|."  T 
recorded  the  response  "P,"  did  not  Issue  a  consumable  con- 
sequence, and  presented  $2  with  a  different  sentence  card, 
etc. 

Step  k  -  If  S|  did  not  respond  or  responded  Incorrectly,  T  said, 
"No!"  repeated  the  cue,  "S | ,  this  Is  the  sentence  -  Nancy. 
push  the  red  wagon."  as  T"*touched  the  correct  sentence.  T 
recorded  an  Incorrect  response,  did  not  Issue  a  consumable 
consequence, and  presented  a  different  sentence  card  to  $2, 
etc. 

These  procedures  were  Implemented  until  each  S  correctly 
touched  and  labeled  each  of  11  sentence  cards~on  two  con- 
secutive occasions  without  assistance  from  T. 

Phase  IX.  Part  2;    When  presented  with  sentence  cards,  students  will  vis- 
ually discriminate  specific  sentences  In  response  to  the  verbal  cue 
"Touch  the  sentence  Nancy,  push  the  red  wagon."  and  label  the  sentence 
In  response  to  the  verbal  cue  "What  Is  this  sentence?" 

Baseline  measures  were  obtained  as  follows:    Ss  were  seated  In  front  of 
the  chartboard  In  the  Reading  Corner.    T^placed  5  of  the  II 
sentence  cards  on  the  chartboard.    T  saTd,  "S | ,  touch  the  sentence- 
Nancy.  push  the  red  wagon."    If  S|  Touched  the  correct  sentence, 
T  said,  "What  Is  this  sentence?"    If  S|  did  not  touch  the  correct 
sentence,  T  said,  "Thank  you,"    and  recorded  the  responses  with- 
out Indicating  accuracy.    All  responses  were  followed  by  the 
neutrally  spoken  "Thank  you."    Baseline  measures  were  concluded 
when  each  S  had  two  opportunities  to  touch  and  label  each  of  the 

Teaching  Procedures 

Step  I  -  Ss  were  seated  in  front  of  the  chartboard.    T  placed  5 
sentence  cards  on  the  chartboard  and  sald,"S],  touch  the 
sentence-Nancy,  push  the  red  wagon."    If  Si "touched  the 
correct  sentence,  T  said, "Good  S i ,  what  Is  this  sentence?" 
if  S|  verbally  labeled  the  sentence,  T  recorded  a  correct 
touching  response  and  a  correct  labeling  response,  smiled, 
said,  "Good  S],"  Issued  a  consumable  consequence, and  pre- 
sented a  different  cue  to  S^,  etc. 

Ste^  2a  -  If  Si  did  not  respond  or  made  an  Incorrect  response,  T 
said,  "No!"    repeated  the  cue,  "S | ,  touch  the  sentence-Nancy, 
push  the  red  wagon."  and  touched""the  correct  sentence.  T 
repeated  the  cue,  "Si ,  touch  the  sentence-Nancy,  push  the  red 
wagon."    If  Sj  touched  the  correct  sentence,  T  smiled,  said, 
"Good  touching  the  sentence-Nancy,  push  the  red  wagon." 
recorded  "M,"  and  said,  "S| ,  what  are  these  words?"    If  S| 
responded  correctly,  T  said,  "Good  Sj,"    recorded  a  correct 
labeling  response,  did  not  Issue  a  consumable  consequence, 
and  presented  a  different  cue  to  Sn,  etc. 
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Step  2a  -  \f  S]  did  not  respond  or  made  an  Incorrect  labeling  re- 
sponse, T  said,  ''No!    S i ,  touch  the  sentence'-Nancv.  push  the 
red  wagon,"    If  Sj  correctly  responded,  T  smiled,  said,  ''Good 
S ] .    What  are  these  words?"  and  modeled  the  response,  "This 
sentence  Is-Nancv,  push  the  red  wagon,"    T  repeated  the  cue, 
"S j ,  touch  the  sentence-Nancy,  push  the  red  wagon,"    If  S] 
responded  correctly,  T^sald,  "Good  S | .    What  are  these  words?" 
If  S}  correctly  Imltaled  the  verbal'lnodel  ,  T  said,  "Good  S|," 
recorded  a  correct  touching  response  and  a  modeled  labeling 
response,  did  not  Issue  a  consumable  consequence, and  presented 
a  different  cue  to  S,2» 

Step  3a  -  If  S]  did  not  respond  or  made  an  Incorrect  touching  re- 
sponse, T  said,  "No!"    repeated  the  cue,  "S| ,  touch  the 
sentence-Nancy,  push  the  red  wagon,"  and  guided  Si 's  hand 
until  It  touched  the  correct  sentence.    T  said,  "Good 
touching,"    recorded  a  primed  response  and  said,  " S| ,  what 
Is  this  sentence?"    If  S]  labeled  the  sentence  T  recorded  a 
correct  labeling  response, and  presented  a  different  sentence 
to 

Step  3b  -  If  S|  did  not  label  the  sentence  correctly,  T  said, 

"No!"    repeated  the  cue,  "S| ,  touch  the  sentence-Nancy,  push 
the  red  wagon,"  and  primed  the  touching  response.    T  said, 
"What  Is  this  sentence?    This  sentence  Is  Nancy,  push  the 
red  wagon.    Sj ,  what  Is  this  sentence?"    If  S]  labeled  the 
sentence  correctly,  T  said,  "Good  Sj ,"    recorded  a  primed 
touching  response  and  a  modeled  labeling  response,  did  not 
Issue  a  consumable  consequence , and  presented  a  different  cue 
to  etc. 

Step  k  -  If  S|  did  not  respond  or  made  Incorrect  responses,  T  sold, 
"No!"  and  touched  the  correct  sentence.    T  said, "This  ll  the 
sentence-Nancy,  push  the  red  wagon."    T  recorded  incorrect 
responses  and  presented  a  different  cue  to  etc. 

These  procedures  were  Implemented  until  each  S^  correctly 
touched  and  labeled  each  of  11  sentences  on  two  consecutive 
occasions  without  assistance  from  T. 

Phase  IX.  Part  3:    When  presented  with  sentence  cards,  students  will  label 
the  sentences  in  response  to  the  verbal  cue^  "Read  this  sentence." 

Baseline  measures  were  obtained  as  follows:    S^s  were  seated  In  front  of 
the  chartboard  In  the  Reading  Corner.    T  placed  5  sentence  cards 
on  the  chartboard,  pointed  to  a  sentence  card  and  said,  "S | .  read 
this  sentence."    T  recorded  the  responses  without  Indicating 
accuracy  and  replied  with  the  neutrally  spoken  "Thank  you." 
Baseline  measures  were  concluded  when  each  S  had  two  opportunities 
to  label  each  of  II  sentences  in  response  to  verbal  cues. 

Teach inci  Procedures 

Step  I  -  T  placed  5  sentences  on  a  chartboard,  pointed  to  a 

sentence  card,  saii,  "S} ,  read  this  sentence."  and  waited 
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5-10  seconds,    if  S|  responded  correctly »  T  recorded  a 
correct  labeling  response,  issued  a  consumable  consequence 
and  said,  '*Good  reading  S|.''    T  then  presented  a  different 
sentence  to  etc. 

Step  2  -  if      did  not  respond  or  made  an  Incorrect  labeling  re- 
sponse,""t  said,  "No!    This  sentence  is  Nancv>  push  the  red 
wagon .    Read  this  sentence.''    if  S|  labeled  the  sentence 
correctly,  T  said,  ''Good  S|,''    recorded  an  ••M,'*  did  not 
Issue  a  consumable  consequence, and  presented  a  different 
sentence  card  to  etc. 

Step  3  -  If  S^  did  not  make  a  response  or  made  an  incorrect  re- 
sponse, T  said,  ''Nol    This  sentence  is  Nancv.  push  the  red 
wagon."    recorded  an  Incorrect  response,  did  not  issue  a 
consumable  consequence, and  presented  a  different  sentence 
card  to  $2,  etc. 

These  procedures  were  implemented  until  each  S  correctly 
labeled  each  of  II  sentences  on  two  consecutive  occasions 
without  assistance  from  T. 


Phase  IX,  Part  k:    When  presented  with  sentence  cards,  students  will  label 
the  sentences  and  will  demonstrate  comprehension  by  performing  the 
actions  directed  by  the  sentences. 

Baseline  measures  were  obtained  In  the  following  manner:    Ss  were 
seatdd  in  front  of  the  chartboard  In  the  Reading  Corner.  T 
placed  5  sentences  on  the  chartboard,  pointed  to  a  sentence  and 
said,  ''S|,  read  this  sentence.    Do  what  the  sentence  tells  you." 
T  waited  5«*I0  seconds  for  S]  to  read  the  sentence  and  perform 
the  action  directed  by  the**sentence.    if  S]  labeled  the  words 
and  performed  the  action  correctly,  or  if"~S]  did  not  label  the 
words  or  perform  the  action  correctly,  T  recorded  the  labeling 
responses  and  the  action  responses  without  indicating  accuracy. 
T  replied  with  the  neutrally  spoken  "Thank  you."  Baseline 
measures  were  concluded  when  each  S  had  two  opportunities  to 
label  each  of  II  sentences  and  perTorm  the  correlated  actions 
directed  by  the  sentences. 

Teaching  Procedures 

Step  I  -  T  placed  $  sentence  cards  on  the  chartboard,  pointed  to 


sentence  tells  you."    If  S|  labeled  the  words  correctly,  T 
waited  5-10  seconds  for  Sj  to  perform  the  action.    If  S| 
performed  correctly,  T  recorded  a  correct  labeling  response 
and  a  correct  action  response,  issued  a  consumable  conse- 
quence, said,  "Good  reading  S| ,"  and  then  presented  a  dif- 
ferent sentence  to  etc. 

Step  2a  *  if  ^1  made  no  response  or  made  an  Incorrect  action  re- 
sponse, T  said,  "^k)l  S I ,  read  the  sentence  again.  Do  what 
the  sentence  tells  youT"  If  S|  labeled  the  words  correctly 
and  performed  the  action  correctly,  T  recorded  a  correct 


sentence.    Do  what  the 
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labeling  response  *'+2'^  and  a  correct  action  response  •*+2'', 
Issued  a  consumable  consequence, and  said,  ''Good  reading  S).'* 
J  then  presented  a  different  sentence  to  etc. 

Step  2b  -  If  S|  made  no  response  or  made  an  Incorrect  labeUnq  re- 
sponse, X  "larked  the  missed  words  and  said,  "No!    Read  the 
sentence  again."    If  S]  labeled  the  sentence  correctlyt  I 
recorded  a  "+2"  labeling  r,  ^onse  and  viaited  5-10  seconds 
for  S]  to  perform  the  action.     If  S|  performed  the  action,  T 
recorded  a  "+2"  action  response  and  said,  "Good  S| ,"  Issued 
a  consumable  consequence, and  presented  a  different  cue  to 
etc. 

Step  3a  -  If  Sj  made  no  response  or  made  an  Incorrect  action  re- 
sponse, T  said,  "No!    S j ,  read  the  sentence  again."    If  S| 
correctly  labeled  the  sentence,  T  recorded  a  "+3"  labeling 
response  and  said,  "Do  It!"    If  Sj  correctly  performed  the 
action,  T  said  "Good  Sj,"    recorded  a  "vc"  action  response, 
ild  not  Issue  a  consumable  consequence, and  presented  a  dif- 
ferent .cue  to  Sgf  etc. 

Step  3b  -  If  S>|  made  no  response  or  made  an  Incorrect  labeling  re- 
sponse, T  said,  "No!"  and  marked  the  missed  wo  T  pointed 
to  a  missed  word  and  said,  "S j ,  what  is  this  word?"    If  Sj 

labeled  the  word,  T  said,  "Good  S] ,  this  word  Is   .  What 

Is  this  word?"    If       again  labeled  the  word,  T  said  "Good 
S| ,"    and  presented  another  word.    If  S|  did  not  make  a 

correct  response,  T  said,  "No!    S | ,  this  word  is  . 

Touch  the  word  ."    If  Sj  touched  the  word,  T  said, 

"Good  S I ,  what  Is  this  wordT"    If  S^  correctly  labeled  the 
word,  T  said,  "Good  S } ,  what  is  this  word?"    If  S|  labeled 
the  word,  T  presented  a  different  word  O'-  T  said,  "S | ,  read 
the  sentence  again.    Do  what  the  sentence  tells  you."    If  S| 
labeled  the  sentence,  T  recorded  an  "M,"  and  waited  5-10 
seconds  for  Sj  to  perform  the  action.     If  S|  performed  the 
action,  T  recorded  a  "+3"  action  response,  said  "Good  Sp" 
Jid  not  issue  a  consumable! and  presented  a  different  sentence 
to  etc. 

Step  k  -  If  S|  made  no  response  or  made  Incorrect  responses,  T 
said,  "No!    S^| ,  the  sentence  is  Nancy ^  push  the  red  wagon." 
recorded  an  incorrect  labeling  response  and  performed  the 
action  directed  by  the  sentence.    T  recorded  an  incorrect 
action  response,  did  not  issue  a  consumable  consequence, 
and  terminated  teaching.    T  presented  a  different  sentence 
to  S2f  etc. 

These  procedures  were  lmplemt*nted  until  each  S  correctly 
labeled  each  of  11  sentences  and  performed  the  actions  on 
two  consecutive  occasions  without  assistance  from  T. 

Phjse  X:    Teaching  students  to  label  chart  stories  and  to  Jemonstrate  com- 
prehension by  performing  the  actions  directed  by  the  stories. 


ERIC 


234 


Phase  Design;    Phase  X,  the  labeling  of  chart  stories  and  the  subse- 
quent performance  of  the  actions  directed  by  the  stories,  con- 
sisted of  one  part.    Baseline  measures  of  responses  t--*  7  chart 
stories  were  obtained  prior  to  the  teacMnq  of  any  story. 
Recorded  responses  were:    I)  word  labeling  Ovords  correct  and 
incorrect);  2)  demonstration  of  comprehension  b>  performance  of 
an  action  (correct  or  incorrect);  and  3)  description  of  action 
perforiT)ed  (correct  and  incorrect).    The  stories  were  seriated 
and  Story  I  considered  to  be  less  difficult  than  Story  2.  The 
use  of  the  verbal  cue  "Show  me"  or  "Do  ft.",  was  not  considered 
necessary  or  desirable.    Therefore,  the  verbal  cue  "Show  me"  or 
"Do  It"  was  Included  only  In  the  teaching  procedures. 

Basei Ine  measures  of  each  Ss  ability  to  label  the  words  tn  the  chart 

stories  and  to  demonstrate  comprehension  by  performing  the  actions 
directed  by  the  stories  were  obtained  In  the  following  manner:  Ss 
wi^re  seated  at  the  chartboard  containing  the  chart  stories  in  the 
Reading  Corner.    S^'s  name  was  placed  In  the  last  sentence  of 
Chart  Story  I .    T~sflld,  "S^  read  the  story.    Do  what  the  story 
tells  you."    if       labeled  words  In  the  Chart  Story  I  the  response 
was  recorded  without  indicating  accuracy.    If  S|  mislabeled  words 
in  the  story,  T  recoraed  those  mislabeled  word?  by  placing  an  X 
over  each  Incorrect  word  on  the  data  sheet.    T  waited  5-10  seconds 
for  S\  to  perform  the  action  directed  by  the  Ttory.    If  performed 
the  action  or  performed  incorrectly,  T  recorded  the  movement  made 

il  (e>g>*  sat  on  chair)  without  indicating  accuracy.    All  re- 
sponses wpre  followed  by  the  neutrally  spol<en  "Thank  you."  This 
procedure  was  implemented  for  Chart  Stories  l-Vil  until  each  5 
had  two  opportunltie.;  to  label  the  vjords  In  Chart  Stories  l-vTi 
and  perform  the  correlated  actions  directed  by  the  stories. 

Phase  X.  Part  I ;    When  presented  with  a  chart  story  containing  phrasos  and 
sentences,  students  will  label  the  words  In  the  chart  story  and  demon- 
strats  compreher>sion  by  performing  the  actions  directed  by  the  stories 
in  response  to  the  verbal  cues  "Read  the  story.    Do  what  the  story  tells 
you  to  do." 

Basel ine  measures  were  obtained  using  the  procedure  descrloed  in  Phase  X. 

Teaching  Procedures 

Step  I  -  Ss  were  seated  at  a  chartboard  containing  Chart  Story  I 
in  the  Reading  Corner.    T  said,  "S ^ ,  read  the  story.    Do  what 
the  story  tells  you."    If  S|  labeled  the  words  correctly,  T 
recorded  a  correct  labeling  response.    T  waited  5-10  seconds 
for  Sj  to  perform  the  actions  directed  by  the  story.    If  Sj 
performed  the  action  correctly,  T  said,  "Wow!    Good  reading!" 
recorded  a  correct  cction  response.  Issued  a  consumable  con- 
sequence,and  presenteg  Chart  Story  ti  to  $2.  etc. 

Step  2a  -  If  Sj  did  not  label  the  words  In  Chart  Story  I  correctly, 
T  marked  the  Incorrectly  labeled  words,  waited  until  Si  had 
finished  labeling  the  words  In  the  story  and  said,  "No!  S^ 
read  ti-    story  again."    if  S,|  correctly  labeled  all  of  the 
words,  T  rt.corded  a  correct  label  ing  response  "+2"  and  waited 
5-10  seconds  for  S]  to  perform  the  action.    If  S|  performed 
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the  action  correctly,  T  recorded  a  correct  action  response 
'^4-2*',  said,  ''Good  reading  S]  t''  issued  a  consumable  conse- 
quence, and  presented  Chart  Story  2  to 

Step  2b  -  If  Sj  did  not  label  the  words  In  Chart  Story  1  correctly 
after  the  second  cue,  T  said,  ''S|  what  is  this  word?*'  as  T 
pointed  to  the  mislabeled  word.^  if  S]  labeled  the  word 
correctly,  T  pointed  to  the  mislabeled  word  again  and  repeated 
the  cue.    If  S|  labeled  the  word  correctly  again,  T  said, "Good 
Sp"  and  presented  another  mislabeled  word,    if       did  :.ot 

Tabel  the  word  correctly,  T  said,  "Noi    S|  this  Is  word   . 

Touch  word  If  S|  touched  the  word  correctly,  T  said, 

"Good  S I ,  what  is  this  word?"    if  S)  labeled  the  word  correctly 
T  said,  "Good  S ^ ,  what  is  this  word?"    If  S]  again  correctly 
labeled  the  word,  T  sdid»  **Good  S]f"    and  presented  another 
word  or  said,  "Now  S| ,  read  the  words.    Do  what  the  story  tells 
you."    If  S]  responded  correctly,  T  &ald,  "Good  reading  Sj." 
recorded  a  modeled  response  and  a  correct  action  response,  did 
not  Issue  a  consumable  consequence, and  presented  Chart  Story  2 
to  $2,  etc. 

Step  3a  -  If  Sj  labeled  all  the  words  correctly  but  did  not  perform 
the  action  correccly,  or  did  not  make  a  response  In  the  3-10 
seconds,  T  said,  "No!    S|  read  the  story.    Do  what  the  story 
tells  youT"    If  S]  labeTed  the  words  correctly  again,  T  re- 
corded a  correct  labeling  response,  waited  5-10  seconds  for  S] 
to  perform  the  action.    If  S]  performed  the  action  correctly, 
T  said, "Good  joo  S] •"    recorded  a  "+2"  action  response,  did 
not  Issue  a  consumable  consequence, and  presented  Chart  Story 
2  to 

Step  }b  -  If  S]  did  not  make  a  response  or  did  not  make  a  correct 
action  response,  T  said,  "S ] ,  read  the  last  sentence  again." 
If  S]  labeled  the  last  sentence  correctly,  T  said,  "Do  Itl" 
If  S|  performed  the  action  correctly,  T  recorded  a  "vc"  re- 
sponse, said,  "Good  job  S] ,"    did  not  Issue  a  consumable  con- 
sequence, and  presented  Chart  Story  2  to 

Step  ka  -  If  S|  did  not  respond  correctly  or  made  no  action  re- 
sponse, T  said,  "No!    S j ,  the  story  told  you  to  push  the  red 
wagon."    T  recorded  a  correct  labeling  response  "+3"  and  an  in- 
correct action  response,  did  not  issue  a  consumable  consequence 
terminated  teaching,  and  Chart  Story  2  was  presented  to  S2,  etc 

Step  ^b  -  If  S|  did  not  label  the  words  correctly  and  did  not  per ^ 
form  the  action  correctly,  T  recorded  an  Incorrect  word  label  in 
response  and  an  incorrect  action  response,  and  said,  "No!    S| , 
listen."  as  T  read  Chart  Story  I  to  S| .    T  said,  "S | ,  look!" 
performed  the  action  directed  by  the  story,  termlnoted  teaching 
and  presented  Chart  Story  2  to  etc. 

These  procedures  were  implemented  until  each  S  had  correctly 
labeled  and  performed  the  actions  directed  by  Chart  Stories 
1-7  on  two  consecutive  occasions  without  assistance  from  T. 
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Phase  Xi ;    Teaching  students  to  label  selected  printed  sentences  which  con-* 
tain  selected  prepositional  phrases  (e.g. /proper  name  verb  article 
noun  preposition  article  noun,  or  Don,  put  the  ball  In  the  cup.)  and 
demonstrate  comprehension  by  performing  the  actions  directed  by  the 
sentences. 

Phase  Dr -Ign:    Phase  XI  consists  of  k  parts.    The  de-.Ign  used  to 
tecch  and  verify  criterion  responding  was  an  adaptation  of  the 
multiple  baseline.    The  criterion  responses  required  In  Phase 
XI  v/ere  for  Ss  to  label  sentences  containing  prepositions  and 
to  perform  actions  directed  by  those  sentences.    Phase  XI,  Part 
1  was  a  basic  one  component  direction  following  program.  The 
directions  were  presented  In  3  sets  (A,  B  and  C).    Part  I  and 
Part  k  were  designed  a",  follows: 

A)  Measure  the  skills  required.  In  Set  A,  Set  B  and  Set  C 

B)  Teach  the  skills  required  In  Set  A 

C)  Toach  the  skills  required  In  Set  B 

D)  Measure  the  skills  required  In  Set  A-B 

E)  Teach  the  skills  required  In  Set  C 

F)  Measure  the  skills  required  In  Set  A-B-C 

Phase  XI,  Part  2  utilized  a  sight  word  drill  to  teach  the 
7  prepositions  and  the  7  new  verbs.    The  3  new  nouns  were  taught 
using  the  teaching  procedure  out  1 1 ned  In  Phase  I.    The  method 
for  teaching  the  new  verbs  differed  from  the  method  presented 
In  Phase  II ,  as  the  action  of  the  Phase  il  verbs  could  be 
demonstrated  with  an  object  (I.e.,  Dan  bounce  a  ball)  or  with- 
out an  object  (I.e.,  Dan  bounce.)    la  Phase  XJ,  the  verbs  (4.€., 
put,  give,  take,  bring,  get)  required  the  use  of  prepositions 
and  objects  of  preposition  to  convey  meaning.    The  words  were 
then  combined  to  form  the  directive  sentences  used  In  Phase  XI, 
Part  3,  which  required  only  the  labeling  of  directive  sentences. 
The  verbal  sentence  directions  of  Part  1  were  presented  to  Ss  in 
their  written  form  In  Part  k  (I.e.,  Dan,  put  the  cup  In  the" 
sink.)  and  the  demonstration  of  comprehension  was  a  required 
response.    The  responses  recorded  In  Phase  XI,  Part  k,  were 
identical  to  those  measures  in  Phase  X  (I.e.,  word  labeling, 
words  correct  and  Incorrect;  demonstration  of  comprehension, 
correct  or  Incorrect;  and  a  description  of  action  performed, 
correct  and  Incorrect.) 

Phase  XI .  Part  1 :    When  presented  with  verbal  sentences  which  contain 

pre}  jsltlonal  phrases,  students  will  perform  the  actions  directed  by 
the  verbal  sentences  (e.g..  "Don,  put  the  ball  In  the  cup."). 

B'-'jel  Ine  measures  of  each  Ss  performance  on  all  parts  were  obtained 
prior  to  Instruction  on  those  parts.    Ss  were  seated  at  a  table 
In  front  of  T.    T  placed  a  ball  and  a  cup  In  front  of  S|  and 
said,  "S|,  put  the  ball  In  the  cup."    If  Si  performed  correctly 
or  Incorrectly,  T  recorded  the  responses  without  Indicating 
accuracy.    All  responses  were  followed  by  the  neutrally  spoken 
"Thank  you."    T  then  presented  a  different  cue  to  S,.    The  above 
procedure  was  Implemented  until  each  S  had  two  opportunities  to 
respond  to  3  sets  of  verbal  directions. 

ERIC 
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Teaching  Procedures 

Step  1  -  Ss  were  seated  at  a  table  In  front  of  T.    T  placed  a 
set  of  objects  on  the  table  In  front  of  S]  and  safd,  '*S|, 
put  the  ball  in  the  cup.**    If  Sj  correctly  followed  the 
verbal  direction,  T  smiled,  said,  **Good  S|,'*  Issued  a 
consumable  or  toy  consequence,  recorded  a  correct  response, 
and  presented  a  different  verbal  cue  to  $2,  etc. 

Step  2  -  If  Sj  made  no  response  or  made  an  Incorrect  response, 
T  said,  **No!**  repeated  the  cue,  **S| ,  put  the  ball  In  the 
cup."  and  modeled  the  response  by  putting  the  ball  In  the 
cup.    T  repeated  the  cue,      | ,  put  the  ball  In  the  cup." 
If  Si  put  the  ball  In  the  cup,  T  smiled,  said,  "Good  Sj ," 
recorded  "M,"  did  not  deliver  a'^consumable  consequence, 
and  presented  a  different  cue  to  S2f  etc. 

Step  3  "  1^  S|  made  no  re.sponse  or  made  an  incorrect  response, 
T  said,  "No!"  repeated  the  cue,  "S| ,  put  the  ball  In  the 
cup."  and  repeated  the  demonstration.    T  repeated  the  cue, 
"S I ,  put  the  ball  in  the  cup."    If  S]  correctly  Imitated 
the  model,  T  smiled  and  said,  "Good'^S  j ,"  recorded  "M2," 
did  not  deliver  a  consumable  consequence,  and  presented  a 
different  cue  to  S2» 

Step  k  -  If  S|  made  no  response  or  made  an  Incorrect  response, 
T  sald,**"No!    S| ,  put  the  ball  in  the  cup."  as  T  primed 
the  response  by  physically  guiding  S|*s  hand  until  it 
touched  the  ball,  picked  up  the  ball,  and  put  the  ball  In 
the  cup.    T  said,  "Good,  put  the  ball  in  the  cup."  T 
recorded  a  primed  response,  did  pot  deliver  a  consumable 
consequence,  and  presented  a  different  cue  to  etc. 

Step  5  -  If  Sj  made  no  response  or  made  an  incorrect  response, 
T  said,  "No!    Put  the  ball  In  the  cup."  as  T  put  the  ball 
In  the  cup.    T  recorded  an  incorrect  response  and  teaching 
was  terminated.    S2  was  then  given  a  different  cue,  etc. 

These  procedures  were  implemented  until  each  £  followed  the 
directions  of  Set  A  and  Set  B  on  two  consecutive  occasions 
without  assistance  from  T.    Sets  A  and  B  were  then  combined 
and  presented  to  each  S.     I f  an  S  responded  correctly  to 
Set  A*B  on  two  consecutive  occasions  without  assistance 
from  T,  Set  C  was  presented.    After  teaching  Set  C,  Set 
A-B-C  was  presented  to  each  S.     If  each  S  followed  the 
directions  of  Set  A-B-C  (a  total  of  19  sentences)  correctly 
on  two  consecutive  occasions  without  assistance  from  T, 
teaching  was  terminated. 

Phase  Xt,  Part  2:    When  presented  with  word  cards  that  contain  prepositions 
and  verbs,  students  will  label  those  words  In  response  to  the  verbal 
cue  "Whot  is  this  word?"** 


The  verb  is  is  Introduced  here  along  with  regular  action  verbs. 
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Baseline  measures  were  as  follows:    Ss  were  seated  at  a  table  In  front 
!•    I  presented  a  word  card  and  sa!d»  "S j ,  what  Is  this  word?'' 
The  response  was  recorded  without  Indicating  accuracy.    All  re- 
sponses were  followed  by  the  neutrally  spoken  "Thank  you."  T 
then  presented  a  different  cue  to  $2*    Baseline  measures  were 
completed  when  each  S  had  two  opportunities  to  respond  to  each 
of  7  prepositions  and  6  verbs.    Baseline  measures  of  the  3  nouns 
were  obtained  using  the  procedure  described  In  Phase  I. 

Teaching  Procedures 

Step  I  -  Ss  were  seated  at  a  table  in  front  of  T.    T  presented  a 
word""card  and  sald»  "S | ,  what  is  this  word?"   If  S|  labeled 
the  word  correctly,  T^sald,  "Good  Sj,"    issued  a  consumable 
consequence,  recorde?  a  correct  response, and  presented  a 
different  cue  to  etc. 

Step  2      if  S]  made  no  response  or  made  an  incorrect  labeling  re- 
sponse, T  said,  "No!    This  word  is  In."    T  presented  the  word 
card  again  and  repeated  the  cue,  "What  Is'^thls  word?"    if  S| 
correctly  labeled  the  word,  T  said,  "Good  Sj,"    recorded  sT 
modeled  response,  did  not  issue  a  consumable  consequence, and 
presented  a  different  cue  to  etc. 

Step  3  -  If  S|  made  no  response  or  made  an  Incorrect  labeling  re- 
sponse, T  said,  "No!    This  word  Is  hi.    Touch  the  word'  in." 
T  primed  the  response  by  guiding  S|'s  hand  until  It  touched 
the  word  card  and  said,  "S| ,  thls*word  Is  \n.    What  Is  this 
word?"    if  S|  correctly  touched  the  word  and  Imitated  the 
verbal  model,  T  said,  "Good  S|,"    recorded  an  ''M2,"  did  not 
Issue  a  consumable  consequence, and  presented  a  different  cue 
to  etc. 

Step  k  "  if  S|  n^ade  no  response  or  made  an  Incorrect  labeling  re- 
sponse, T  said,  "No!    This  word  Is  Xn."    recorded  an  Incorrect 
response  and  terminated  teaching.    T  presented  a  different  cue 
^o  etc. 

These  procedures  were  Implemented  until  each  S  correctly 
labeled  each  of  7  prepositions,  6  verbs,  and  3  nouns  on  two 
consecutive  occasions,  without  assistance  from  T. 

Phase  XI ,  Part  3:    When  presented  with  sentence  cards  that  contain  preposi- 
tional phrases,  students  will  label  the  sentences  In  response  to  the 
verbal  cue  "Read  the  sentences." 

Basel ine  measures  were  obtained  as  follows:    Ss  were  seated  at  the 
chartboard  In  the  Reading  Corner.    T  placed  6  sentence  cards  on 
the  chartboard,  pointed  to  one  sentence  and  said,  "S| ,  read  this 
sentence."    The  response  was  recorded  without  Indicating  accuracy. 
All  responses  were  followed  by  the  neutrally  spoken  "Thank  you." 
T  then  presented  a  different  sentence  card  to  S,2»  etc.    This  pro- 
cedure was  Implemented  until  each  S  had  two  opportunities  to  re- 
spond to  Set  A,  Set  B  and  Set  C  (67  6  and  7  different  sentences 
respectively) . 
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Teaching  Procedures 

Step  ]  -  Ss  were  seated  at  the  chartboard  In  the  Reading  Corner. 
T  placed  6  sentence  cards  on  the  chartboard »  pointed  to  a 
sentence  and  said,       ,  read  this  sentence.'*    T  waited  5-10 
seconds.    If  S]  correctly  labeled  the  words,  T  recorded  a 
correct  response,  issued  a  consumable  consequence, and  said, 
*'Good  reading,  S|,'*  and  then  presented  a  different  cue  to 
etc. 

Step  2  -  If  S|  made  no  response  or  made  an  incorrect  labeling  re- 
sponse, T  said,  ''No!    This  sentence  Is  Dan,  put  the  ball  In 
the  cup.    What  Is  this  sentence?'*    If  S]  Imitated  the  verbal 
model,  T  said,  *»6ood  Sj,"    recorded  an  "M,**  did  not  Issue  a 
consumable  consequence,  and  presented  a  different  cue  to 
etc. 

Step  3  -  If  S|  dfd  not  make  a  response  or  made  an  Incorrect 

labeling  response,  T  said,  ''No!    This  sentence  Is  Dan^  put 
the  bal I  In  the  cup.    Touch  sentence  Dan,  put  the  bal I  In 
the  cup."    If  S]  made  the  correct  touching  response,  T  said, 
''Good.    This  sentence  Is  Dan,  put  the  ball  In  the  cup.  'What 
is  this  sentence?"    if  S|  correctly  labeled  the  sentence  In 
response  to  the  verbal  model,  T  said,  "Good  readi.ig  S]," 
recorded  an  "M2i"  did  not  Issue  a  consumable  consequence, and 
presented  a  different  cue  to  S2»  etc. 

Step  k  -  If  S|  did  not  make  a  response  or  made  an  Incorrect 

'abeling  response,  T  said,  "No!"    Pointed  to  the  sentence, 
and  said,  "This  sentence  Is  Dan,  put  the  ball  In  the  cup." 
T  recorded  an  incorrect  response  and  terminated  teaching. 
$2  was  given  a  different  cue,  etc. 

These  procedures  were  implemented  until  each  S  correctly 
labeled  the  19  sentences  on  two  consecutive  occasions  with- 
out assistance  from  T. 

Phase  XI I  Part  k:    When  presented  with  sentences  which  contain  prepositional 
phrases  (e.g.,  Don>  put  the  red  ball  In  the  wagon.),  students  will 
label  and  dempnst rate  comprehension  by  performing  the  actions  directed 
by  the  sentences. 

Basel ine  measures  were  obtained  in  the  following  manner:    ^s  were 
seated  at  a  chartboard  In  the  Reading  Corner.    T  placed  Set  A 
on  the  chartboard,  pointed  to  a  sentence,  and  said,  "S^; ,  read 
the  sentence.    Do  what  the  sentence  tells  you."    if  S|  labeled 
the  words  correctly  or  incorrectly,  T  recorded  the  responses 
without  indicating  accuracy.    All  responses  were  followed  by 
the  neutrally  spoken  "Thank  you."    T  presented  a  different  cue 
to        etc.    These  procedures  were  implemented  until  each  ^  had 
two  opportunities  to  label  three  sets  of  printed  sentences  and 
to  demonstrate  comprehension  by  performing  the  actions  directed 
by  the  sentences. 
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Teaching  Procedures 

Step  1  -  Ss  were  seated  at  a  chartboard  In  the  Reading  Corner. 
T  placed  Set  A  on  the  chartboard,  pointed  to  a  sentence 
card  and  said  "Sj.,  .read  the  sentence.    Do  what  the  sentence 
tells  you."    jf^Si  correctly  labeled  the  sentence  and  per- 
formed the  action,  T  smiled,  said,  "Wow!    Good  reading," 
issued  a  consumable  consequence,  recorded  a  correct  labeling 
and  a  correct  action  response, and  presented  a  different  cue 
to  S^,  etc. 


again  and  performed  the  action,  T  smiled,  said,  "Good  reading," 
recorded  a  correct  labeling  response  and  a  "+2"  action  re- 
sponse, did  not  Issue  a  consumable  consequence, and  presented 
a  different  cue  to  Sg,  etc. 

Step  2b  -  If  S.]  made  no  response  or  made  an  Incorrect  labeling  re- 
sponse, T  said,  "Nol    S},  read  the  sentence  again.    Do  what 
the  sentence  tells  you."    If  Si  correctly  labeled  the  sentence 
and  performed  the  action,  T  smiled,  said,  "Good  reading," 
recorded  a  "+2"  labeling  response  and  a  correct  action  re- 
sponse, did  not  Jsskue  a  consumable  consequence, and  presented 
a  different  cue  "to  Sg,  etc. 

Step  3a  -  If  S,j  made  no  response  or  made  an  incorrect  action  re- 
sponse, T  said,  "Nol    S|,  read  the  sentence  again."    If  S| 
read  the~sentence  correctly,  T  then  said,  "Do  It."    If  Sj 
performed  the  action  correctly,  T  recorded  a  correct  labeling 
response  and  a  "vc"  action  response,  did  not  Issue  a  con- 
sumable consequence, and  presented  a  different  cue  to  S2>  etc. 

Step  3b  -  If  S|  made  no  response  or  made  an  Incorrect  labeling  re- 
sponse, T  marked  the  mislabeled  word  and  said,  "No!    S| ,  this 

word  is  Z  .    What  Is  this  word?"    If  S]  correctly  labeled 

the  word,  T  said,  "Good  S| .    Read  the  sentence.    Do  what  the 
sentence  tells  you."    If  S]  read  the  sentence  correctly  and 
performed  the  action,  T  smiled,  said,  "Good  reading,"  recorded 
a  modeled  labeling  response  and  a  correct  action  response, 
:iid  not  Issue  a  consumable  consequence, and  presented  a  dif- 
ferent cue  Lo 

Step  k  -  If  Sj  made  no  responses  or  made  Incorrect  responses,  T 

said,  "No!    Sp  the  sentence  is  Dan,  put  the  cup  In  the  sink." 
T  then  performed  the  action,  recorded  an  Incorrect  labeling 
response  and  an  incorrect  action  response, and  terminated 
teaching.    S2  was  then  given  a  different  cue,  etc. 

These  procedures  were  Implemented  until  each  S  labeled  Set 
A  and  Set  8  and  performed  the  actions  directed  by  the 
sentences  correctly  on  two  consecutive  occasions,  without 
assistance  f rom  T.    Sets  A  and  B  were  then  combined  and 
presented  to  each  S.    If  an  S  responded  correctly  to  the  12 
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combined  sentences  on  two  consecutive  occasions,  T  presented 
Set  C.    After  the  teaching  of  Set  C,  all  three  sets  were 
combined  and  pres.^ted  to  each  S.     If  each  ^  labeled  the 
combined  19  sentences  and  performed  the  actions  directed  by 
the  sentences  correctly  on  two  consecutive  occasions,  with- 
out assistance  f rom  T,  teaching  was  terminated. 


Phase  XII:    Teaching  students  to  label  chart  stories  which  contain  sentences 
with  prepositional  phrases  and  to  demonstrate  comprehension  by  per** 
forming  the  actions  directed  by  the  stories* 

Phase  Design:    Baseline  measures  of  responses  to  chart  stories  were 
obtained  prior  to  teaching  of  any  stories.    Recorded  responses 
were  the  same  as  in  Phase  X  (i.e.,  word  labeling,  demonstration 
of  comprehension  and  description  of  action  performed.)  All 
stories  were  taught  to  a  criterion  of  two  consecutive  errorless 
trials,    it  should  be  noted  that  although  Phase  XI  contained  the 
necessary  components  of  chart  stories  containing  prepositions, 
but  the  components  of  Phases  X  and  Xl  were  combined,  and  new 
chart  stories  were  constructed. 

Basel Ine  measures  were  obtained  In  the  following  manner:    ^s  were 
seated  at  a  chartboard  containing  Chart  Story  8  In  the  Reading 
Corner.    S_|'s  name  was  placed  In  the  last  sentence  of  Chart 
Story  8.    T  said,  **Sj,  read  the  story.    Do  what  the  story  tells 
you.**    If  S|  labeled  the  chart  story,  the  response  was  recorded 
by  T.    If  Si  mislabeled  words  in  the  story,  T  recorded  those 
errors  by  placing  an  ''X"  over  the  word  on  the  data  sheet.  All 
response«^  were  recorded  without  indicating  accuracy.    All  re- 
sponses were  followed  by  the  neutrally  spoken  ''Thank  you.''  T 
waited  5-10  seconds  for  S]  to  perform  the  action  directed  by 
the  story.    If  S]  performed  the  action,  T  recorded  the  response. 
If  S|  did  not  perform  the  action  or  performed  Incorrectly,  T 
recorded  the  movement  made  by  S|  (e.g.,  sat  on  chair).    All  re- 
sponses were  followed  by  the  neutrally  spoken  "Thank  you." 
Baseline  procedures  were  Implemented  until  each  S  had  two  oppor- 
tunities to  respond  to  each  of  3  one  component  direction  chart 
stories  (8-10)  and  3  two  component  direction  chart  stories  (11-13). 

Phase  XII.  Part  1 :    When  presented  a  chart  story  with  sentences  containing 
prepositional  phrases,  students  will  label  the  words  In  the  chart 
story  and  demonstrate  comprehension  by  performing  the  action  directed 
by  the  story  In  response  to  the  verbal  cue  "Read  the  story.    Do  what 
the  story  tells  you  to  do." 

Basel Ine  measures  were  obtained  using  the  procedure  on  page  13^, 
Phase  XM. 

Teaching  Procedures 

Step  1  -  Two  Ss  were  seated  at  a  chartboard  containing  a  chart 
story  In  the  Reading  Corner.    Sj's  name  was  placed  in  the 
last  sentence.    T  said,"Sj,  read  the  story.    Do  wha*-  the 
story  tells  you."    If  Si  labeled  the  words  correctly,  T 
recorded  a  correct  labeling  response.    T  waited  5-10  seconds 
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for  S|  to  perform  the  act  Ion  (s)  directed  by  the  story.  If 
S}  performed  the  act  Ion  (s)  correctly,  T  said,  ''Wowl  Good 
reading  the  story!'*  recorded  a  correct  action  response. 
Issued  a  consumable  consequence,  and  presented  Chart  Story 
9  to  etc. 

Step  2a  -  If  S|  did  not  label  the  words  In  the  story  correctly, 
T  marked  the  incorrectly  labeled  words,  waited  until  had 
finished  labeling  the  words  in  the  story  and  said,  "Noi 
S|  read  the  story  again."    If  S]  correctly  labeled  all  of 
the  words  In  the  story,  T  recorded  a  correct  labeling  re- 
sponse "+2''  and  waited  5-10  seconds  for  S|  to  perform  the 
actlon(s).    If  S)  performed  the  act  Ion  (sT  correctly,  T 
recorded  a  correct  response,  said,  ''Good  reading  S| 
Issued  a  consumable  consequence,  and  presented  Chart  Story 
9  to  Sgf  etc. 

Step  2b  •  If  S|  did  not  label  the  words  correctly  after  the 

second  trial,  T  said,  *'S^| ,  what  Is  this  word?''  as  T  pointed 
to  a  mislabeled  word.    If  Si  labeled  the  word  correctly,  T 
said,  "Good  S | ,  what  Is  this  word?"    If  S|  labeled  the  woFd 
correctly  again,  T  said,  "Good  S] »"  and  presented  another 
mislabeled  word,    if  St  did  not  label  the  Individual  word 

correctly,  T  said,  "Itol    S| ,  this  word  is   .    Touch  the 

word   ."    If  Sj  touched  the  word  correctly,  T  said, 

"Good  S|,  what  ls""thls  word?"    If  S|  labeled  the"word 
correctly,  T  said,  "Good  S } ,  what  Is  this  word?"    If  S| 
again  correctly  labeled  the  word,  T  said,  "Good  S],"  and 
presented  another  word  or  said,  "Now  S]f  read  the  story. 
Do  whet  the  story  tells  you."    if  S]  Tabeled  the  words 
correctly,  T  said,  "Good  reading  sj."    T  recorded  a  modeled 
response,  if  S]  labeled  all  of  the  words  correctly  and  a 
correct  response  If  Si  performed  the  act  Ion (s)  correctly, 
did  not  issue  a  consumable  consequence,  and  presented 
Chart  Story  9  to  S^f  etc. 

Step  3a  -  If  S]  labeled  the  words  correctly  but  did  not  perform 
the  dction(s)  correctly  or  did  not  make  a  response  In  the 
5-10  seconds,  T  said,  "No!    S| ,  read  the  story.    Do  what 
the  story  tell7  you."    If  S|  labeled  the  words  correctly 
again,  T  recorded  a  correct  labeling  response  and  waited 
i>-10  seconds  for  Sj  to  perform  the  action.    If  S]  performed 
the  action  correctly,  T  said,  "Good  Job  S| ,"  recorded  a 
"4'2"  actlon(s)  response,  did  not  Issue  a  consumable  con-* 
sequence,  and  presented  Chart  Story  9  to  $2,  etc. 

Step  3b  -  If  S^i  did  not  make  a  response  or  did  not  make  a  correct 
action  response  to  a  one  component  direction  chart  story,  T 
said,  "S 1 »  read  the  last  sentence  again."    if  S)  labeled  the 
last  sentence  correctly,  T  said,  "Do  Itl"    If  S|  performed 
the  action  correctly,  T  recorded  a  'Vc"  response,  said  "Good 
Job  S] ,"  did  not  Issue  a  consumable  consequence,  and  pre- 
sented Chart  Story  9  to  Sj,  etc. 
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Step  3c  -  \f       did  not  make  a  response  or  made  an  Incorrect 

action  response  to  a  two  component  story,  T  said,  '*Sp  read 
the  last  two  sentences  again."    If  S|  read  the  first  of  the 
two  sentences  correctly,  T  said,  "Do  It."    If  performed 
the  correct  action,  T  said,  "Read  the  last  sentence  and  do 
It."    If  S|  labeled  the  words  and  performed  the  action 
correctly,  T  said    "Good      .    Now,  read  the  two  sentences 
again.    Do  what  the  two  sentences  tell  you."    if  S|  labeled 
the  two  sentences  and  performed  the  correct  actions  sequen- 
tially, T  said,  "Wow!    Good  S^|,"    recorded  a  correct  labeling 
response, and  a  "vc"  action  response. 

Step  k  "  If  Sj  did  not  respond  correcti/  or  made  no  action  re- 
sponse to  a  two  component  story,  T  said,  "No!    S|.,  read  the 
last  two  sentences  again."    if  S]  labeled  the  words  correctly, 
T  said,  "Good  S | ,  looki"  as  T  repeated  the  two  sentences  and 
modeled  tire  correct  response  sequentially.    Then  T  said, 

read  the  story.    Do  what  the  story  tells  you."    if  Si 
correctly  labeled  the  words  and  performed  the  correct  actions 
sequentially,  T  said,  "Wow!    Good  S^i,"    recorded  a  correct 
labeling  response  and  a  modeled  action  response,  did  not 
Issue  a  consumable  consequence, and  presented  Chart  Story  12 
to  etc. 

Step  5a  -  If  S^]  did  not  respond  correctly  or  made  no  action  re- 
sponse to  a  one  component  story,  T  said.  No!    S,| ,  the  story 
told  you  to  'put  the  cup  in  the  sink'."    T  recorded  a  correct 
labeling  response  "4-3",  an  Incorrect  action  response,  did  not 
issue  a  consumable  consequence,  and  terminated  teaching. 
Chart  Story  9  was  then  presented  to  Sj^^  ^^c. 

Step  5b  -  If  S^i  did  not  respond  correctly  pr  made  no  action  re- 
sponse to  a  two  component  story,  T  said,  "No!    S | ,  the  story 
told  you  to  'give  the  ball  to  Ron'  and  'give  the  cup  to 
Johnson'."    T  recorded  a  correct  labeling  response  "+4"  and 
an  incorrect  action  response,  did  not  Issue  a  consumable  con- 
sequence, and  terminated  teaching.    Chart  Story  12  was 
then  presented  to  S2»  etc. 

Step  6  -  If  S^i  did  not  label  a  Chart  Story  correctly  and  did  not 
perform  the  action(s)  correctly,  T  recorded  an  incorrect 
word  labeling  response  and  an  incorrect  action  rssponse(s). 
T  said,  "No!    S| ,  listen."  as  T  read  the  chart  story  to  S | . 
T  said,       ,  look!"  as  T  performed  the  act{on(s)  directed  by 
the  story.    Teaching  was  terminated  and  T  presented  Chart 
Story  9  or  12  to  etc. 

These  procedures  were  implemented  until  each  S  correctly 
labeled  and  performed  the  actions  directed  by  each  of  3 
one  component  direction  chart  stories  and  each  of  3  two 
component  direction  chart  stories  on  2  consecutive  occasions 
without  assistance  from  T. 


RESULTS  S 


MMsurMent  of  each  Ss*  ability  to  perform  the  skills  required 
in  each  phase  was  obtained  prior  to  teaching  the  skills  of  that  phase. 
Phases  were  taught  sequentially  and  the  general  program  design  is  as 
follows: 

Baseline  Phase  I,  Parts  7,  6,  S,  4,  3,  2  and  1 
Teach  Phase  I,  Parts  1,  2,  3,  4,  5  and  6 
Re-baseline  Phase  I,  Part  7 
Teach  Phase  I,  Part  7 

The  skills  required  in  Phases  II  through  X  were  taught 
following  the  same  sequential  format.    Phases  XI  and  XII  were 
arranged  differently  in  that  a  multiple  baseline  design  was 
utilized  in  Phase  XI,  Part  1  and  4. 

Baseline  Phase  XI,  Part  lA,  Part  IB,  Part  IC 
Teach  Phase  XI,  Parts  lA  and  Part  IB 
Re-baseline  Phase  XI,  Part  lA-B 
Teach  Phase  XI,  Part  IC 
Re-baseline  Phase  XI,  Part  lA-B-C 
Baseline  Phase  XI,  Part  2 
Teach  Phase  XI,  Part  2 
Baseline  Phase  XI,  Part  3 
Teach  Phase  XI,  Part  3 

Phase  XI,  Part  4  was  arranged  exactly  as  Part  lA  through 
Part  lA-B-C.  In  Phase  XII  the  skills  required  by  two  sets  of 
chart  stories  were  measured  as  follows: 

Baseline  Chart  Stories  8,  9  and  10  (Set  1). 
Teach  Chart  Stories  8,  9  and  10  (Set  1). 
Baseline  Chart  Stories  11,  12  and  13  (Set  2). 
Teach  Chart  Stories  11,  12  and  13  (Set  2). 

Phase  I:  Nouns 

The  objective  of  Phase  I  was  to  teach  each  S  to  label  5  noun 
words  and  demonstrate  comprehension  by  touching  the  object  the  word 
represented.    During  baseline  trials  Ss  were  required  to  label  a  word 
correctly  and  touch  the  correct  objecT  on  two  consecutive  occasions 
in  order  for  T  to  determine  that  they  in  fact  read  that  word. 


^  It  is  acknowledged  that  the  reader  may  be  interested  in  a  graphic 
presentation  of  each  S's  performance  both  during  baseline  and  teaching 
trials.    Those  readers'  should  contact  the  senior  author  at  Madison 
Public  Schools,  Specialized  Educational  Services,  $4S  W.  Dayton  Street, 
Madison,  Wisconsin. 


245 


If  Ss  did  not  read  the  words,  Parts    ,  6,  S,  4,  3,  2  and  1  were 
ineasured'"respectively.    Ss  were  required  to  respond  on  two  consecutive 
occasions  in  order  for  T^to  determine  that  they  could  perform  the 
required  skills  for  eacF  part. 

Finally,  instruction  was  initiated  on  those  parts  where- an  S 
had  performed  incorrectly  beginning  with  Part  1.    A  criterion  of'' 
correct  responding  on  two  consecutive  occasions  was  required  for  all 
parts  of  each  phase  in  this  program. 

the  performance  of  Ss  in  Phase  I  is  summarized  in  Table  1  as 
follows: 

Sj^  required  0,  0,  0,  2,  0,  2,  and  2  teaching  trials  in 
order  to  reach  criterion  performance  on  Parts  1 
through  7  respectively." 

S;2  required  0,  0,  0,  0,  0,  3  and  2  teaching  trials  to 
criterion  on  Parts  1  through  7. 

53  required  2,  2,  0,  12,  6,  2  and  2  teaching  trials  to 
"      criterion  on  Parts  1  through  7. 

54  required  2,  2,  9,  2,  2,  2  and  2  teaching  trials  to 

criterion  on  Parts  1  through  7  respectively. 


Comments 

Subsequent  to  criterion  performance  on  Phase  I,  Part  4  the 
instructional  environment  was  modified  for  S3,  who  seemed  to  exper- 
ience difficulty  scanning  a  series  of  printed  words.    S3  achieved 
criterion  after  4  teaching  trials  using  a  modified  environment. 
The  performance  of  S3  indicates  difficulty  with  Phase  I,  Part  3, 
where  Ss  were  required  to  touch  a  word  which  was  paired  with  an 
object.    Because  S3  consistently  touched  the  object  instead  of  the 
word  card,  it  was  surmised  that  S3  was  unfamiliar  with  the  meaning  of  the 
term     "word."   T  then  pointed  to  the  word  card  in  her  hand  as  she 
gave  the  verbal  direction.    S3  met  criterion  after  S  teaching  trials. 


Phase  II !  Verbs 

The  objective  of  Phase  II  was  to  verify  that  Ss  could  label  the 
five  verb  words  and  dononstrate  comprehension  by  performing  the 
actions  the  words  represent.    Criterion  performance  in  Phase  II  was 
the  same  as  in  Phase  I* 

^  It  should  be  noted  that  0  teaching  trials  reflects  that  an  S  performed 
at  criterion  during  baseline  and  that  2  teaching  trials  refTects  that 
an  S  did  not  perform  at  criterion  during  baseline,  but  did  so  on  the 
folTowing  two  trials  essentially  without  instruction. 

ERIC 


* 
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The  perfornance  of  Ss  in  Phase  IX  is  summarized  in  Table  2  as 
follows: 


Sjt  required  3,  3,  4,  3,  3,  4,  3,  3,  3  and  5  teaching  trials 
in  order  to  reach  criterion  performance  on  Parts  1 
through  10  respectively. 

$2  required  3,  5,  3,  4,  3,  3,  3,  3,  3  and  4  teaching  trials 
in  order  to  reach  criterion  performance  on  Parts  1 
through  10. 

§3  required  7,  7,  9,  4,  6,  8,  4,  4,  8  and  6  teaching  trials 
in  order  to  reach  criterion  performance  on  Parts  1 
through  10* 

S4  required  8,  8,  11,  10,  10,  3,  3,  3,  7  and  8  teaching 
trials  in  order  to  reach  criterion  performance  on 
Parts  1  through  10  respectively. 


Comments 

As  can  be  discerned  from  Table  II,  Part  6  84,  who  haf<  difficulty 
in  Phase  I  and  in  Phase  II,  Parts  3,  4  and  S,  achieved  criterion  after 
only  3  teaching  trials.   Thus,  the  hypothesis  is  offered  that  Sa  had 
acquired  basic  visual  discrimination  skills. 


Phase  III!    Verb-Noun  Phrases 

The  objective  of  Phase  III  was  to  verify  that  Ss  could  label  11 
verb-noun  phrases  and  demonstrate  comprehension  by  performing  appropriate 
actions  with  the  objects.    Initially,  Ss  were  requested  to  label  all 
of  the  phrases  and  demonstrate  comprehension.    If  an  S  labeled  the  11 
phrases  and  demonstrated  comprehension  of  each  phrase"on  2  consecutive 
occasions,  it  was  considered  appropriate  to  proceed  to  Phase  IV. 

The  performance  of  Ss  in  Phase  III  is  summarized  in  Table  3. 
As  can  be  discerned  from'^able  3: 


Sj  and  S^  achieved  criterion  on  Parts  1-9  of  Phase  III 
during  baseline  and  required  only  2  teaching  trials 
each  on  Part  10. 

53  required  0,  7,  3,  0,  0,  0,  7,  3,  2  and  6  teaching  trials 

to  criterion  on  Parts  1  through  10  respectively. 

54  required  0,  6,  4,  3,  5,  3,  6,  6,  7  and  6  teaching  trials 

to  criterion  on  Parts  I  through  lo  respectively. 


Conments 


Although  recent  language  evaluations  report  that  S3  and  £4  use  3 
and  4  word  phrases,  Table  III,  Part  2  indicates  that  S3  and  ^  had 
difficulty  with  two  word  verbal  responses  and  required  the  teaching 
procedures  to  reach  criterion.    It  should  be  noted  that  while  St  and 
S4  had  nastered  the  two  word  verbal  responses,  they  repeatedlylabeled 
only  one  word  on  the  word  cards  used  in  Part  7.   With  instruction, 
S3  and  S4  performed  the  two  word  labeling  responses  in  7  and  6  trials 
respectTvely* 


Phase  IV t  Adjectives 

The  objective  of  Phase  IV  was  to  teach  each  S  to  label  8  adjective 
words  and  demonstrate  comprehension  by  touching  a^picture  that  repre- 
sented the  adjective.    Initially,  Ss  were  required  to  label  the  8 
words  and  demonstrate  comprehension  by  touching  the  correct  pictures 
that  represented  the  adjectives. 

The  performance  of  Ss  in  Phase  IV  is  summarized  in  Table  4.  As 
can  be  discerned  from  TaCle  4: 

S^  required  3,  2,  0,  0,  0,  0,  0,  0,  0  and  2  teaching  trials 
to  criterion  in  Parts  1  through  8. 

S;2  required  3,  3,  0,  0,  0,  0,  0,  0,  2  and  2  teaching  trials 
to  criterion  in  Parts  1  through  8. 

53  required  2,  2,  2,  2,  2,  2,  2,  6,  2  and  4  teaching  trials 

to  criterion  on  Parts  1  through  8. 

54  required  0,  0,  0,  0,  0,  4,  3,  2,  4  and  2  teaching  trials 

to  criterion  on  Parts  1  through  8  respectively. 


Cfflmaents 

The  total  number  of  teaching  trials  in  Phase  IV  was  less  than 
the  total  number  per  Phase  I,  II  ai^d  III.    This  pattern  is  interpreted 
to  suggest  that  the  skills  acquired  in  earlier  phases  are  generalizing 
to  later  phases. 


Phase  V;    Adjective-Noun  Phrases 

The  objective  of  Phase  V  was  to  verify  that  the  Ss  could  label 
adjective-noun  phrases  and  demonstrate  comprehension  Fy  touching  a 
specific  object  or  picture  (combination  of  Phases  IV  and  I).    Out  of 
a  total  of  26  possible  phrases,  ten  were  selected  for  measurement 
and  instruction  in  Parts  1  through  S. 
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The  performance  of  3s  in  Phase  V  is  sumsarized  in  Table  S.  As 
can  be  discerned  from  TaFle  S: 

Sx  required  4,  0,  0,  0,  0,  2,  2  and  2  teaching  trials  to 
criterion  on  Parts  I  through  8. 

reached  criterion  perforaance  during  baseline  of  Parts  1 
through  8. 

53  required  0,  0,  0,  0,  0,  3,  4  and  4  teaching  trials  to 

criterion  on  Parts  1  through  8. 

54  required  4,  8,  0,  0,  5,  6,  2  and  4  teaching  trials  to 
"     criterion  on  Tarts  1  through  8  respectively. 


Coaanents 

It  Must  be  noted  that  S4  again  experienced  difficulty  with  the 
two  word  verbal  responses  required  in  Phase  V,  Part  1.    In  order  to 
reach  criterion  perfomance  on  Parts  7  and  8,  S4  required  enlarged 
pictures  of  the  objects.   A  vision  exam  duringlche  teaching  of  Phase  IV 
revealed  that  S4  did  have  severely  impaired  vision  in  his  left  eye. 
Ihus*  all  pict^>es  and  words  were  enlarged  and  the  environment  was 
modified  so  that  £4  was  seated  away  from  direct  light  sources. 


Phase  VI:    Verb-Adjective-Noun  Commands 

The  ?Hiective  of  Phase  VI  was  to  teach  Ss  to  read  10  direct 
commands*    It  was  determined  that  if  Ss  coulS*  label  the  10  direct 
commands  and  perform  the  actions  on  two  consecutive  occasions,  they 
would  be  considered  sufficiently  proficient  to  proceed  to  Phase  VII. 

The  performance  of  Ss  in  Phase  VI  is  presented  in  Table  6.  As 
can  be  discerned  from  TaFle  6: 

S^  reached  criterion  performance  during  baseline  of  Parts  1 
through  5. 

S;2  required  0,  0,  2,  3  and  2  teaching  trials  to  criterion 
on  Parts  1  through  S. 

53  required  3,  3,  4,  0  and  4  teaching  trials  to  criterion 

on  Parts  1  through  S. 

54  required  0,  0,  0,  0  and  S  teaching  trials  on  Parts  1 

through  5  respectively. 
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Table  VI  clearly  suggests  that  had  successfully  conbined  the 
components  of  Phases  XI  and  V  (verbs  and  adjective-noun  phrases). 


Phase  VII;  Articles 

The  objective  of  Phase  VII  was  to  verify  that  Ss  could,  or  teach 
Ss  to,  label  phrases  that  contain  selected  articles'lind  to  demonstrate 
comprehension  by  touching  an  object  or  performing  the  action  directed 
by  the  phrase. 

The  performance  of  Ss  in  Phase  VII  is  summarized  in  Table  7.  As 
can  be  discerned  from  TaHle  7: 

S|  achieved  criterion  on  the  baseline  trials  of  Parts  1 
through  7,  respectively* 

S;2  required  2,  0,  0,  0,  0,  0  and  2  teaching  trials  to 
criterion  on  Part'i  1  through  7. 

53  required  2,  2,  7,  2,  6,  2  and  2  teaching  trials  to 

criterion  on  Parts  1  through  7. 

54  required  0,  0,  2,  2,  6,  2  and  4  teaching  trials  to 
"      criterion  on  Parts  1  through  7,  respectively. 


Phase  VIII;    Proper  Name 

The  objective  of  Phase  VIII  was  to  teach  Ss  to  read  proper  names. 
If  Ss  could  perform  the  skills  required  in  Phasis  VIII  as  they  occurred 
in  Farts  5,  4,  3,  2  and  1  on  two  consecutive  occasions,  they  would 
be  considered  sufficiently  proficient  to  proceed  to  Phase  IX. 

The  performance  of  Ss  in  Phase  VIII  is  presented  in  Table  8.  As 
can  be  discerned  from  TaFle  8: 

S^,  S2  and  S3  achieved  criterion  performance  on  Parts  1 
"through  5  during  baseline  trials. 

S4  required  0,  2,  0,  0  and  0  teaching  trials  in  order  to 
reach  criterion  performance  on  Parts  1  through  5 
respectively. 


Phase  IX;  Sentences 

The  objective  of  Phase  IX  was  to  teach  Ss  to  read  11  selected 
sentences.    All  Ss  were  requested  to  label  tHe  sentences  and  perform 


the  actions  directed  by  the  sentence  on  two  consecutive  occasions 
(Part  4).    If  Ss  did  not  label  the  11  sentences  and  perform  the 
actions  correcTly,  Parts  3,  2  and  1  were  measured.    If  neasurenent 
determined  that  Ss  could  perform  the  skills  required  in  Parts  3,  2 
and  1  on  two  consecutive  occasions,  teaching  commenced  on  Part  4. 

The  performance  of  Ss  in  Phase  IX  is  summarized  in  Table  9. 
As  can  be  discerned  fromtable  9: 

Sj^  required  0,  0,  0  and  4  teaching  trialjs  to  criterion 
on  Parts  1  through  4. 

$2  required  0,  0,  0  and  2  teaching  trials  to  criterion 
on  Parts  1  through  4. 

$3  required  0,  0,  0  and  5  teaching  trials  to  criterion 
on  Parts  1  through  4  respectively. 

£4  required  2,  0,  0  and  3  teaching  trials  to  criterion 
"     on  Parts  1  through  4  respectively. 


Comments 

Prior  to  Phase  IX  action  responses  were  directed  with  the  verbal 
cue  **Do  it'or'*Show  me."  after  Ss  had  labeled  words.    In  Phase  IX 
it  was  decided  to  exclude  these  verbal  cues  after  labeling  of  words . 
It  should  be  emphasized  that  in  Phase  IX  Ss  were  required  to  label 
the  sentences  and  perform  the  actions  in  Fesponse  to  the  verbal 
cue,  "Read  the  sentence.    Do  what  the  sentence  tells  you.**   If  an 
S  did  not  perform  correctly  during  baseline,  the  cues  **Do  it"  or 
"Show  me*'  were  reintroduced  as  part  of  the  teaching  procedure. 


Phase  X;    Chart  Stories 

The  objective  of  Phase  X  was  to  verify  that  Ss  could,  or  teach 
Ss  to  read  7  chart  stories.    Chart  stories  were  developed  using 
components  of  Phases  X  through  IX.   Measurement  of  S*s  abilities  to 
label  Chart  Stories  1  through  7  and  to  demonstrate  comprehension  of 
each  chart  story  on  two  consecutive  occasions,  determined  whether 
they  had  successfully  combined  the  skills  of  Phases  I  through  IX. 
All  chart  stories  were  taught  to  a  criterion  of  correct  labeling  and 
action  responses  on  two  consecutive  occasions  without  assistance 
from  T. 

The  performance  of  Ss  in  Phase  X  is  presented  in  Table  10.  As 
can  be  discerned  from  TaBle  10: 
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Sj^  required  2,  0,  3,  0,  0,  2  and  3  teaching  trials  to 

criterion  on  Chart  Stories  1  through  7  respectively. 

required  2,  0,  2,  2,  0,  3  and  3  teaching  trials  to 
criterion  on  Chart  Stories  1  through  7, 

Sj  required  0,  0,  0,  5,  S,  4  and  k  teaching  trials  to 
criterion  on  Chart  Stories  1  through  7. 

$4  required  0,  0,  0,  9.  4,  2  and  6  teaching  trials  to 

criterion  on  Chart  St^^ries  1  through  7  respectively. 


Cottwents 

It  should  be  noted  that  S3  and  S4  achieved  criterion  during  baseline 
trials  on  Chart  Stories  1,  2  and  3,  while  Sj^  and  S;{  required  teaching 
trials  on  Chart  Stories  1  and  3.    The  perfomance  of  S3  and  S4  suggests 
that  S3  and  S4  had  again  generalized  the  action  responses  across  groups 
of  words  (i.?.,  phrases  to  sentences).   Whereas,  S^  and  S2  required 
teaching  trials  which  included  the  use  of  the  verBal  cue'^*Do  it.** 


Phase  XI !    Sentences  with  prepositional  phrases 

The  objective  of  Phase  XI  was  to  verify  that  Ss  could,  or  teach 
Ss  to,  read  sentences  containing  prepositional  phrases.   A  total  of 
Is  sentences  were  divided  into  3  sets  (A,  B,  C)  each  containing  6 
sentences.   Ss  were  required  to  label  the  sentences  in  Set  A  and 
demonstrate  comprehension  on  two  consecutive  occasions;  label  the 
sentences  in  Set  B  and  demonstrate  comprehension  on  two  consecutive 
occasions,  and  label  the  sentences  in  Set  C  and  demonstrate  compre- 
hension on  two  consecutive  occasions  prior  to  any  instruction  on  Set  A, 
Set  B,  Set  A-B,  Set  C  or  Set  A-B-C.    Measurement  of  S*s  ability  to 
perform  the  skills  required  in  Parts  3,  2  and  1  were'^obtained  on  two 
consecutive  occasions  in  order  for  T  to  determine  if  the  Ss  could 
label  sentences  with  prepositions,  Tabel  prepositions,  new  verbs  and 
new  nouns  and  perform  one  component  verbal  directions. 

Hie  performance  of  Ss  in  Phase  XI  is  summarized  in  Table  11. 
As  can  be  discerned  from'~Yable  11: 

Sj  required  0,  4,  8,  4,  2,  4,  3,  2,  2,  0,  3,  and  2 
teaching  trials  to  criterion  on  Parts  lA  through 
4  A-B-C. 

§2  required  0,  4,  6,  3,  2,  4,  3,  2,  2,  0,  2,  and  2 
teaching  trials  to  criterion  on  Part  lA  through 
4  A-B-C  respectively. 

Unfortunately,  time  in  the  school  year  did  not  permit  S3  and  S4 
to  complete  Phase  XI  and  Phase  XII.  *" 
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In  Part  lA-B,  Ss  had  considerable  difficulty  comprehending  directions 
when  two  sets  of  directions  were  combined.   When  three  sets  were  com- 
bined in  Part  lA-B-C,    only   2    teaching   trials   were    required.  It 
should  be  noted  that  when  the  components  of  Part  1,  Part  2  and  Part  3 
were  combined  to  form  Part  4,  Ss  required  a  minimal  number  of  teaching 
trials  in  order  to  reach  criterion  performance.   Thus,  it  is  hypothesized 
that  Ss  had  generalized  across  tasks  requiring  performance  In  response  to 
verbal  directions,  and  performance  in  response  to  written  directions. 

Phase  XII;    Chart  Stories  with  prepositional  phrases 

The  objective  of  Phase  XII  was  to  verify  that  Ss  could,  or  teach 
Ss  to,  read  3  one  component  direction  and  3  two  component  direction 
chart  stories  (Sets  1  and  2  respectively).   Measurement  of  the  S's 
abilities  to  label  the  words  and  demonstrate  comprehension  of  tKe 
chart  stories  was  obtained  on  two  consecutive  occasions  in  order  to 
determine  if  the  Ss  had  successfully  combined  the  skills  of  Phase  X 
and  Phase  XI.   Chart  stories  were  taught  to  a  criterion  of  a  correct 
labeling  and  a  correct  action  responding  on  two  consecutive  occasions. 

The  performance  of  Ss  in  Phase  XII  is  summarized  in  Table  12. 
As  can  be  discerned  from'^able  12: 

Sj[  required  2,  3  and  0  teaching  trials  to  criterion  on 
one  component  direction  Chart  Stories  8,  9  and  10 
respectively. 

$2  required  2,  2  and  0  teaching  trials  to  criterion  on 
one  component  direction  Chart  Stories  8,  9  and  10 
respectively. 

53  required  4,  2  and  9  teaching  trials  to  criterion  on 

two  component  direction  Chart  Stories  11,  12  and  13 
respectively. 

54  required  6,  6  and  7  teaching  trials  to  criterion  on 

two  component  direction  Chart  Stories  11,  12  and  13 
respectively. 


Comments 

Sjt  and  S2  experienced  little  difficulty  labeling  the  words  of 
either  of  the  two  sets  of  chart  stories,  but  did  experience  difficulty 
performing  the  actions  required  by  the  two  direction  chart  stories. 
After  modification  of  the  teaching  procedures,  Sj  and  S^  required 
only  3  additional  teaching  trials  to  reach  criterion  on  two  component 
Chart  Story  13. 
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In  accordance  with  the  criteria  of  reading  offered^the  performance 
of  all  students  strongly  suggests  that  the  major  objectives  of  the  program 
were  realized.    That  Is,  the  four  students  acquired  the  basic  skills 
necessary  (a)  to  label  forty-three  single  words,  thirty-seven  phrases, 
forty  sentences,  seven  relatively  simple  chart  stories  and  six  more  com- 
plex chart  stories  containing  one  and  two  component  directions  with  prep- 
ositional phrases;  and  (b)  to  demonstrate  comprehension  of  those  thirteen 
chart  stories  In  response  to  material  rather  than  teacher  provided  cues. 
Thus,  an  empirically  tenable  Instructional  model  for  teaching  selected 
basic  reading  skills  to  young  severely  handicapped  students  was  delineated. 

The  whole  word  approach  to  teaching  reading  as  delineated  in  this 
model  has  several  distinct  advantages:     (1)  Language  skills  were  developed 
cumulatively  and  conconvnltant  with  reading  skills;  (2)  The  labeling  of 
words  in  their  entirety,  without  direct  references  to  structural,  con- 
textual or  phonetic  cues,  requires  sophisticated  visual  and  auditory 
memory  skills,  but  does  not  require  the  precise  auditory  discrimination 
and  articulation  ski  I  Is  necessary  to  perform  phonetic  reading  skills; 
(3)  Linguistic  forms  (words,  phrases,  and  sentences)  may  be  readily 
arranged  and/or  modified  contextual ly  to  develop  discretely  different 
chart  stories;  (4)  Many  components  of  the  whole  word  approach  seem  to  be 
efficiently  and  systematically  verifiable;  and  (5)  It  has  been  demon- 
strated that  complex  reading  skills  can  be  taught  to  severely  handicapped 
students  through  various  whole  word  approaches. 

In  addition  to  the  empirical  evidence  presented,  several  changes  In 
related  reading  and  communication  skills  were  observed  by  the  teaching 
staff.    Although  anecdotal  observations,  they  merit  presentation  here. 
First,  the  teacher  noted  increased  appropriate  use  of  words  (object  labels, 
action  words  and  descriptors),  sentences, and  length  of  sentences  in  ex- 
pressive oral  interactions.    Secondly,  independent  of  teacher  direction, 
throughout  the  school  day  students  would  approach  reading  materials  and 
at  least  label  them.    For  example,  one  student  approached  a  teacher  during 
lunch  and  labeled  words  on  a  milk  carton  ''white  milk.*' 

On  the  other  hand,  the  reader  must  be  aware  of  several  limitations  of 
the  whole  word  approach:     (1)  It  Is  doubtful  that  the  whole  word  approach 
will  be  able  to  provide  young  severely  handicapped  students  with  knowledge 
of  all  the  words  they  will  ultimately  need  to  know.     It  appears  that  reliance 
upon  the  teaching  of  whole  words    requires  retention  abilities  far  beyond 
reasonable  expectations  for  young  severely  handicapped  students;  (2)  The 
whole  word  approach  does  not  provide  the  contextual,  structural  or  phonetic 
decoding  skills  necessary  to  read  unfamiliar  material  in  different  environ- 
ments.   Thus,  Instruction  on  new  v;ords  would  be  required  In  each  different 
environment  the  student  encounters.    This,  of  course,  mitigates  against 
the  probability  of  survival  in  complex  community  settings. 

The  whole  word  approach  offered  here  may  be  considered  as  a  founda- 
tion for  the  development  of  the  basic  reading  skills  of  young  severely 
handicapped  students.    This  program  may  be  extended  by  the  formulation 


of  more  complex  vocabulary  and  comprehension  related  tasks  which  would  ex 
pand  upon  existing  reading  skills.  That  Is,  additional  vocabulary  may  be 
developed  by  teaching  such  decoding  skills  as: 

1)  Phonetic  Analysis  -  the  development  of  a  repertoire  of  basic 
consonant  and  consonant  blends  for  use  In  breaking  down  words; 

2)  Structural  Analysis  -  the  develcfcment  of  a  repertoire  of  base 
words  from  which  new  words  can-be  derived  with  the  addition  of 
roots,  prefixes,  suffixes  and  compounds;  and 

3)  Context  Cues  -  thA  development  of  the  skills  necessary  to 
derive  word  mean I from  sentences  and  pictorial  cues. 

More  complex  comprehension  skills  rtl&y  be  developed  through  the  use  of 
expanded  two,  three,  and  four  component  written  directions;  teacher  pro- 
vided "wh"  question  forms;  and  the  use  of  written  comprehension  questions 
requiring  either  oral  or  written  responses,  etc.  (Domnle  &  Brown,  197^; 
Swetl Ik  &  Brown,  197^). 

If  during  the  first  year  of  public  school  at  age  5,  one  student  can 
label  forty-three  single  words,  ^lrtf«seven  phrases,  for^  sentences, 
seven  relatively  simple  chart  storlesi  and  six  more  compl^  chart  stories 
containing  one  and  two  component  directions  with  preposlt|fl||l  phrases, 
and  demonstrate  comprehension  of  those  thl/teen  chart  stonR  without 
direct  assistance  of  the  teacher,  obvlousfy  he  has  progressed  beyond 
limitations  suggested  by  Burton  (197^);  Doll  (19^1);  Goldberg  and  Rooke 
(1967);  and  Kirk  (1972).    If  this  reading  program  and  related  programs 
can  be  expanded  in  quality  and  complexity,  one  can  only  speculate  what 
behaviors  severely  handicapped  students  will  have  In  their  repertoires 
after  15  or  more  years  of  public  school  Instruction. 

Finally,  If  generalization  does  not  occur  to  post  school  environ- 
ments, two  options  seem  tenable:    (a)  continued  training  beyond  what  is 
the  currently  considered  school  age;  and/or  (b)  prosthet Izing  the  en- 
vironment to  guarantee  generalization  and  maintenance  of  skills  across 
settings.    The  second  option  seems  more  desirable  as  It  will  enable 
severely  handicapped  persons  to  function  in  post  school  community 
settings  as  sel f -actual  I  zing,  economically  productive  citizens. 
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Appendix  A 


Student  ^1 


I .  History 


A. 


Sex:  Male 


B. 


C.A.  as  of  September  1973:    ^  years  8  months 


C. 


I.Q.:  79 


M.A. : 


3  years  6  months 


0.    Level  of  retardation  (AAMO):    "Higher  level  of  moderately  retarded." 

E.  Medical  Diagnosis:    "Down's  Syndrome,  inoperable  heart  condition, 
esophageal  stricture." 

F.  Psychological  Descriptors:    "On  the  PPVT,  Sj  received  a  2-5  M.A.  and 
was  reported  to  have  delayed  expressive  and  receptive  language." 
"Handedness  not  clearly  es  ablished  (5-73)."    "He  is  right  handed 
(10-73)."    "Agreeable  cooperative  youngster  for  a  short  period  of  time." 

G.  Placement  History: 

1.  Natural  Home:    Since  birth. 

2.  Day  Care  Center:    Kiddie  Camp,  Madison,  Wl.  -  1971  to  1973. 

3.  Public  School:    Glenn  Stephens,  Madison,  Wi.  -  Since  June  1973. 


1 1 .    Initial  Maladaptive  Classroom  Behavior 

Exhibited  uncooperative,  aggressive  behaviors  In  the  play  situation. 
Displays  of  temper  occur  later  In  the  school  day. 
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Student  #2 


History 

A.  Sex:  Male 

B.  C.A.  as  of  September  1973:    ^  years  10  months 

C.  i .Q. :    65        M.A. :    3  years 

0.    Level  of  reta'^dation  (AAMD):    "Mild  to  moderately  retarded." 

E.  Medical  Diagnosis:    "Down's  Syndrome" 

F.  Psychological  Descriptors:    Psychological  reports  stated  he  was  "right 
handed"  (although       is  definitely  left  handed).    "He  has  an  extensive, 
single  word  vocabulary."    "He  wori<ed  slowly,  but  at  a  steady  pace." 
"He  made  a  scorable  circle  on  the  Binet."    On  the  PPVT,  5,2  received  a 
language  age  of  2-6  and  an  M.A.  of  3-'0.    He  was  described  as  being 
"Unusually  nice,  quiet,  well  behaved"  by  the  evaluator,  but  others 
describe  him  as  "lazy,  stubborn,  dependent"       "tries  to  manipulate 
others." 


G.    Placement  History: 

1.  Natural  Home:    Since  birth.  ! 

2.  Day  Care  Center:    Kiddie  Camp,  Madison,  Wl.  -  1970-1973 

3.  Public  School:    Glenn  Stephens,  Madison,  Wt.  -  Since  June  1973 


Initial  Maladaptive  Classroom  Behaviors 

Dependent  upon  adults  for  dressing.    Will  make  some  attempts  to  dress  self. 

He  is  reserved  and  tends  to  play  alone. 

Exhibits  stubborness,  but  responds  well  to  praise. 

Often  exhibits  Inappropriate  behaviors.  When  another  S  imitates  the  behavior, 
he  stops,  expecting  the  other  child  to  be  timed  out. 
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Student  #3 


I.    History  i 

A.  Sex:  Male 

B.  C.A.  as  of  September  1973:    11  years  11  months 

C.  I  .Q. :    32        M.A. :    3  years 

0.    Level  of  retardation  (AAMO):    "Severely  retarded." 

E.  Medical  Diagnosis:    "Down's  Syndrome",  wears  short  leg  braces. 

F.  Psychological  Descriptors:    "Loud  verbal  outbursts,  subject  to  temper 
tantrums,  easily  excited,"  "self  mutilating,  not  aware  of  physical 
hazards,"  "qu{cl<ly  imitated  examiner's  gestures,"  "speech  was  difficult 
to  understand."        passed  2  items  at  the  3  year  6  month  level.  He 
named  10  out  of  l5  pictures  clearly.    "Exhibits  more  positive  social 
interaction  with  peers,  although  he  still  bosses  and  is  aggressive." 

G.  Placement  History: 

1.  Foster  Home:    September  1972  to  present. 

2.  Public  Institution:    Central  Wisconsin  Colony,  Madison,  Wt.  - 
Birth  to  September  1972. 

3.  Day  Care  Center:    Kiddle  Camp,  Madison,  Wl.  -  1969-1970 

k.    Public  School:    Glenn  Stephens,  Madison,  Wi.  -  Since  September  1972 


1 1 .    Initial  Maladaptive  Classroom  Benavlors 

Subject  to  loud  excited  outbursts. 
Must  be  reminded  to  sit  up. 

Exhibited  inappropriate  hitting  behaviors  In  the  room. 

Would  reply  "no"  when  asked  to  perform,  even  though  he  wanted  to  be  a  part 
of  the  group. 

Displayed  temper  outbursts,  when  he  was  not  given  what  he  wanted  by  his  peers. 
Would  repeat  words  on  flashcard,  inflecting  "no"  after  each  word  or  object 
until  he  labeled  word  or  object  correctly. 
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Student  #4 


i. 


History 


Sex:  Male 


B. 


C.A.  as  of  September  1973:    6  years  6  months 


I.Q. : 


M.A 


2  years  k  months 


D.  Level  of  retardation  (AAMD):    "Severely  retarded." 

E.  Medical  DlagifTOsIs:    "Down's  Syndromei"  conductive  loss  of  hearing^ 
chronic  respiratory  Infection,  repaired  cleft  palate  and  cleft  lip. 
Sj^  has  a  motoric  Imbalance  due  to  vision  problem  "*20  In  left  eye» 
strong  reaction  to  bright  lights  occurrences  of  double  vision. 

F.  Psychological  Descriptors:    Previous  testing  had  been  attempted  but 
was  unsuccessful.    He  achieved  a  2-4  M.A.  on  the  Binet»  but  "strictly 
speaking  no  basal  age  was  obtained  because  he  failed  one  Item  at  the 
Year  li  level"    "He  could  name  10  pictures^  copy  a  circle  and  draw  a 
vertical  line»  but  was  quiet  and  withdrawn."    "Directions  had  to  be 
repeated  two  to  three  times  before  he  complied," 

G.  Placement  History: 

1.  Natural  Home:    Since  birth. 

2.  Day  Care  Center:    Kiddle  Camp»  Madison»  Wl.  -  1972*73 

3.  Public  School:    Glenn  Stephens,  MadUon,  Wl.  -  Since  September  1973 


I  I.     Initial  Maladaptive  Classroom  Behaviors 
He  had  no  eye  contact. 

He  did  not  interact  positively  with  others. 

He  could  be  stubborn,  withdrawn  and  non-compliant,  but  would  establish  eye 
contact  on  verbal  cue. 
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PHASE  i 

Name 


Part  I 

Teaching  Nouns 


Date 


••What  Is  this?" 


Trials 


1 

2 

3 

bus 

bal loon 

wagon 

car 

ball 

Trials 


5 

6 

7 

8 

01 rect Ions 


Note:    Modifications  of  this  data  sheet  were  used  for  Phase  I  Parts  2,  3»  ^,  5, 
6  and  7;  Phase  I!  Parts  1,  2,  3,  ^,  5,  6,  7,  8,  9  and  10,  and  Phase  VII 
Parts  I .  2  and  3. 
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PHASE  Hi  Part  I  Date 

^^^^         — -....--.-..•.-..^^.-—..^  Teaching  Verb-Noun 


*'Show  me  push  wagon." 


1 

2 

? 

k 

5 

6 

7 

8 

9 

10 

n 

12 

push 
wagon 

QO 

wagon 

rfde 
wagon 

• 

push 
bus 

90 
bus 

ride 
bus 

push 
car 

go 
car 

ride 
car 

fly 

ba] loon 

bounce 
bail 

Directions: 


Note:    Similar  data  sheets  were  used  for  Phase  IV  Parts  2,  3,       5,  6  and  8. 

Modifications  of  this  data  sheet  were  made  for  Parts  7,  9  and  10,  which 
required  labeling  and  touching  or  labeling  and  action  responses. 
Modifications  were  also  made  for  Phase  VI  I,  Parts  4,  5,  6  and  7. 
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PHASE  iV  Part  la  -  lb  Date 

Name    Teaching  Adjectives 

"What  ts  this  color/stze?"   


1 

2 

3 

5 

6 

7 

8 

red 

blue 

orange 

green 

yel low 

purple 

bic] 

little 

0?  rect  ions: 

Note:  Similar  data  sheets  were  used  for  all  Parts  of  Phase  iV.  Modifications 
were  made  when  touching  and  labeling  or  labeling  and  touching  responses 
were  required. 
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PHASE  V  Pa^t''  1  Date  

Name  Teaching  Adjective  Noun 

"What  Is  this?"  (two  word  response) 


1 

2 

1 

2 

3 

red 
ball 

nil  i^n  1 

car. 

9r66n 
waqon 

yel low 
bus 

orange 
bal loon 

tittle 
bait 

Directions: 

Mote:    Similar  data  sheets  were  used  for  Phase  V  Parts  2,  3i  ^  and  5.  Modifica- 
tions were  made  according  to  the  type  of  response  required. 
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PHASE  V 
Name 


Part  6 
Teaching 


Date 


What  are  these  words? 


1 

2 

red  car 

1 

2 

4 

Oi  rections: 

Note:    Modifications  were  made  for  Parts  7  and  8,  where  labeling  and  touching 
responses  were  required. 
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PHASE  Vi  Part  2  Date 

Name  Teaching 
Touch  the  words  What  are  these  words? 


i  i  i  4 


T 

L 

T 

L 

T 

L 

T 

L 

push  red  wagon 

ride  blue  car 

fly  orange  balloon 

ride  yel low  bus 

bounce  1 ittle  bal 1 

push  purple  car 

fly  green  bal loon 

cio  blue  car 

bounce  biq  ball 

ride  red  waqon 

Directions: 

Note:    Similar  data  sheets  were  used  for  all  Parts  of  Phase  Vi.    Modifications  were 
made  when  a  touching  response,  a  labeling  response  or  a  labeling  and  action 
response  were  required. 
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PHASE  V  i  i I 


Part  1 


Date 


Touch 


Teaching  Proper  Name 


^1. 

h 

h 

J 

P 

P 

T 

J 

P 

P 

T 

0 

E 

A 

E 

0 

E 

A 

E 

E 

T 

T 

R 

E 

T 

T 

R 

E 

R 

E 

R 

Y 

Y 

Directions; 


Note:    This  data  sheet  was  also  used  for  Parts  2  and 

Modifications  were  made  for  Parts  3  and  5  when  both  touching  and 
labeling  or  labeling  and  touching  responses  were  required. 
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PHASE  XI  S|  Date   

Part  1 

Set  A  Verbal  dlrlfctlon 


■■  "\  

\ 

y 

B 

1 

2 

3 

k 

6 

7 

put  the  ball  In  the  cup  ^ 

•\ 

» 
1 

take  the  bait  out  of  the  cud 

put  the  ball  In  the  bus 

take  the  ball  out  of  the  bus 

•1 

put  the  cup  In  the  sink 

take  the  cup  out  of  the  sink 

pick  the  ball  up 

Directions: 


Note:    Similar  data  sheets  were  used  for  Sets  B  and  C. 
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o 
o 


o 


U 

CO 
GL 


0) 

(/) 
c 
o 
a 
I/) 
a> 
u 

oi 
c 


0) 


0) 

c 
o 
a 
cn 
a> 
u 

cr 
c 


0) 


Q) 
iA 
(0 
X 
fiu 


Q) 

to 

Q. 


m 
a. 


to 

tL 


U 

O 


0) 

(/) 
c 
o 
a 

0) 

u 

c 
o 


< 


(/) 

c 
o 
a 

(/) 

u 

c 
o 


< 


0) 

u 
c 

0) 

c 

0) 


c 

8 


(0 
0) 

cn 
c 

u 

o 

cn 


0) 

iZ 


C/) 

o 
u 
c 

0) 

c 
o 

CO 


c 


2: 


o 

VI 

to 

Om 

u 

u 

i! 

•M 

O 

Q) 

•C 

to 

to 

(/) 

•mm 

-C 

O 

I/) 

c 

o 

-M 

(0 

u 

•MB 

i 

• 

c 

(0 

X 

-M 

o 

O 

to 

o 

(0 

x: 

to 

Ol 

fO 

-M 

c 

(0 

(0 

(0 

•mm 

c 

>- 

0) 
O 

z 
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PHASE  XI  Name   Date 

Part  1 

Set     A  &  B  Verbal  dt recti on 


B 

B 

1 

2 

3 

if 

c 

6 

7 

8 

10 

1  w 

take  the  cud  out  of  the  sink 

Dut  the  CUD  on  the  table 

tdke  the  cuo  off  the  table 

nut  thA  cim   In  thA  Qinl< 

.--  - 

LCilvC     vliC    UO  1  1    i/U  b    \Jl     Lilt?  wUP 

Dut  the  bal  I  nn  the  buQ 

take  the  ball  off  the  bus 

put  the  ball  in  the  cup 

pick  the  bal I  up 

put  the  ball  on  the  table 

take  the  ball  off  the  table 

put  the  ball  In  the  bus 

take  the  bill  out  of  the  bus 



1 

Dt  rect  ions: 


f 
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PHASE  XI  Name   Date   

Part  1 

Set     A  8  C  Verbal  directions 


B 

B 

1 

2 

3 

k 

5 

6 

7 

8 

9 

10 

take  the  cup  off  the  table 

take  the  cup  to  the  sink 

put  the  cup  in  the  sink 

take  the  cup  out  of  the  sink 

bring  tho  cup  from  the  sink 

give  the  cup  to  Don 

put  the  cup  on  the  tabie 

get  the  cup  from  Don 

take  the  ball  off  the  table 

put  the  ball  on  the  table 

t 

take  the  bal 1  off  the  bus 

put  the  ball  in  the  bus 

take  the  bal 1  out  of  the  bus 

give  the  bal 1  to  Don 

put  the  ball  in  the  cup 

take  the  ball  out  of  the  cup 

put  the  ball  on  the  table 

get  the  bjll  from  the  bus 

D  i  rect  ions: 
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PHASE  XI  Part  2  Date 

Name   Teaching 


label  words 


B 

B 

1 

2 

3 

k 

B 

B 

1 

2 

? 

k 

on 

pick 

out 

brin^ 

off 

to 

from 

up 

get 

give 

take 

in 

put 

Directions: 

Note:    Data  sheets  used  !n  Phase  i  were  also  used  for  the  names  taught  In  Phase  Xi. 
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C7 

c: 

r  4 

f  1 

f 

r 

c 

r  ; 

C. 

to 

tr 

^  • 

t^ 

^. 

>c 

r  1 

r . 

tr 

c 

c . 

rr 

tr 

c 

0^ 

w 

c.» 

4- 

W 

tn 

• 

t 

tr 

tr 

r 

&  fr 

w 

c 

r  J 

c; 

f 

• 

» • 

c 

c 

c 

«'  • 

c: 

t 

rr 

r. 

r 

c 

c; 

c. 

r : 

pa 

tr 

r 

t". 

ir 

U 

r  i 

r  s 

c  t 

r  ; 

?r 

f  ] 

^» 

r  a 

r  1 
r  1 

r : 

• 

a 

ra 

• 

.? 

to 


ra 

r: 

• 

ra 

r- 

• 

t 

>^ 

•  •  ■  ■  • 

w 

■C 

•  ♦ 

>«- 

^- 

tr 

c 

tr 

r  i 

c 

r« 

r  i 

tr 

tr 
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CI 


C4 


o 
o 

c 
c 


to 


O 


C>4 


to 


in 
o 
o 
c 
o 


00 


LA 


$4  to 

OS 


o 

o 

o 

c 

o 

o 

c 

• 



o 

o 

c: 

o 

o 

c 

r4 

c. 

c 

CO 

•t 

^2 


CO 


4J 


CO 

CM 

o 

o 

CM 

o 

to 

— — - 

o 

o 

o 

in 

c 

o 

c 

c 

c 

o 

CM 

1 

c 

o 

CO 

o 

o 

•-4 

r4 

to 

o 


in 


(0 

to 


CM 


r4 


CO 


o 
e 
o 


CM 

^A 


CM 


r4 


r4 


r4 


to 


o 

C^4 

r4 
o 
c 
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BEST  COPY  AVAILABLE 


o 

c 

1 

r . 

•••• 

«C 

C  4 

t : 

c . 

1."; 

C. 

I.) 

* 

rj 

Cl 

f  ; 

r  i 

c: 

f . 

♦ 

M 


w 

k 

CM 

CI 

o 

V. 

C 

r 

r  • 

U 

o 
hi 


rs 


•  * 

t  * 

•  • 

• 

•—1 
• 

• 

I': 

V. 

'J 

t-: 

f . 

r; 

<. 

r  1 

r  1 

«T 

•  « 

!•% 

r* 

ri 

c 

<  • 
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mQiING  SfiiiyRELY^NDICAPpl^  STUDENTS 
BASIC  READING  COM)»RE»ENSIj^  SKILLS  REQUIRING  PRINTED 
ANSWERS  TO  WIO,  IHAT  AND  WHERE  QUESTIONS 

By 

Mildred  Domnie  and  Lou  Brown 
Madison  Public  Schools  and  University  of  Wisconsin 

Despite  past  and  present  judg^elrfs  t^he%itrary  (Burton,  1974; 
Doll,  1941;  Goldberg  and  Rooke,  1967;  Kirk,  1972^  severely  handicapped 
stu-ients  are  intellectually  capable  of  acquiring  many  complex  academic 
skills  that  are  related  to  ultimate  survival  in  a  community  living 
setting  (Sontag,  Burke,  ^  York,  1973).   There  is  little  doubt  that 
the  ability  to  read,  write,  compute,  speate|  self -recreate,  etc.  enhances 
substantially  the  variety  and  substance  o%llfe  experiences  of  people 
in  our  society.  if  j 

In  the  recent  past,  several  teaching  programs  have  been  reported 
that  have  demonstrated  that  severely  handicapped  students  can  acquire 
a  variety  of  basic  reading  skills  (Brown  and  Perlmutter,  1971;  Domnie 
and  Bellamy,  1972;  Brown,  Jones,  Troccolo,  Heiser  and  Bollamy,  1972; 
Brcwn,  Huppler,  Pierce,  York  and  Sontag,  1973).   Most  of  these 
programs  har-e  used  what  nay  be  referred  to  as  *'a  whole  word  approach.** 
When  these  programs  are  considered  in  relation  to  the  need  to  develop 
longitudinal  community  survival  reading  skills,  while  encouraging, 
they  have  not  accounted  for  or  addressed  at  least  the  following  crucial 
developmental  considerations:    First,  these  programs  were  dependent 
upon  the  sustained  physical  presence  of  instructional  staff  throughout 
all  teaching  and  criterion  measurement  phases.    For  example,  in  a 
program  reported  by  Brown  and  Perlmutter  (1971)  students  in  the 
criterion  measurement  phase  were  instructed  to  label  words  in  sentences, 
and  after  having  labeled  the  words  in  sentences  were  then  instructed 
to  touch  objects  referred  to  in  the  sentences.    Thus,  while  this 
program  demonstrated  that  severely  handicapped  students  could  acquire 
selected  reading  skills,  it  certainly  did  not  demonstrate  that  the 
students  independently  could  acquire  information  from  printed  material. 

Second,  reading  comprehension  in  these  programs  was  measured  by 
requiring  the  students  to  touch  or  perform  specific  actions  referred 
to  in  the  printed  material.    Domnie  and  Bellamy  (1972)  reported  a 
program  in  which  severely  handicapped  students  were  instructed  to 
label  the  words  in  a  sentence  (e.g..  The  ball  is  yellow  and  green.). 


This  paper  was  supported  in  part  by  Grant  No.  OEG-0-73-6137  to  the 
University  of  Wisconsin -Madison  from  the  Department  of  HEW,  Bureau  of 
Education  for  the  Handicapped,  Division  of  Training  Programs, 
Washington,  D.C. 
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The  students  were  then  instructed  to  locate  and  touch  the  specific 
object  which  was  attached  to  a  board  containing  many  different  objects. 
Brown,  Huppler,  Pierce,  York  and  Sontag  (1973)  reported  a  program 
whereby  severely  handicapped  students  were  taught  to  label  words 
(e.g.,  sit,  run,  write,  color)  and  then  perform  the  actions  Indicated 
by  those  words.    While  a  touch  response  may  be  a  relevant  measure  of 
reading  comprehension  at  one  stage  of  a  student's  development,  it 
would  be,  at  best,  an  incomplete  measure  at  a  more  advanced  stage. 
The  physical  performance  of  directed  actions  is  a  relevant  measure 
of  reading  comprehension  at  all  stages  of  development  (e.g.,  assembling 
of  a  model  airplane,  sewing  and  cooking  from  printed  directions, 
delivering  mail,  functioning  as  a  stock  clerk,  etc.).    However,  there 
are  situations  where  such  a  measure  is  of  questionable  applicability 
(e.g.,  many  kinds  of  pleasure  reading;  completing  a  personal  check; 
responding  to  an  inquiry  about  a  movie).    In  other  words  survival 
in  community  living  arrangements  will  be  enhanced  by  reading  skills 
in  addition  to  those  that  require  the  "acting  out"  of  }>rinted  directions 
in  the  presence  of  another  person. 

Third,  teachers  directly  provided  •  ^ntent  attack  information 
by  verbally  asking  questions  related  to  the  printed  material.  Brown, 
Jones,  Trocollo,  Heiser  and  Bellamy  (1972)  reported  a  roun  reading 
program  in  which  severely  handicapped  students  were  presented  with 
a  word  and  a  group  of  objects  and  were  given  the  cue  "What  is  this 
word?"  After  the  students  labeled  the  word  they  were  given  the 
additional  cue  "Touch  it"  (meaning  touch  the  object  labeled).  Thus, 
the  printed  cues  were  not  the  only  cues  to  which  the  students 
responded.    Comprehension  was  measured  by  the  student's  ability  to 
label  words  and  touch  objects  in  the  presence  of  teaching  personnel 
and  were  dependent  upon  the  teachers  providing  specific  verbal  cues. 
In  many  community  living  settings  a  person  has  to  determine  the 
relevant  information  in  printed  material  without  the  direct  assistance 
of  another  person.    Consequently  one  content  attack  skill  that  a 
person  might  use  to  secure  information  in  printed  material  would 
be  to  ask  relevant  questions  concerning  the  material.    Here  students 
were  directed  to  print  answers  to  Who,  What  and  Where  questions 
after  reading  a  story  that  contained  basically  little  more  than 
who,  what  and  where  information.    Extraneous  descriptive  inforvition 
was  minima   and  there  were  no  sentences  included  in  any  story  that 
did  not  contain  an  answer  to  one  of  three  questions. 

Thus,  of  four  major  methods  of  establishing  the  comprehension 
of  printed  material:    touching,  acting  out,  verbally  reporting  and 
providing  a  written  report,  the  programs  referred  to  above  did  not 
account  for  or  address  the  provision  of  verbal  or  written  reports. 
This  program  was  designed  in  an  attempt  to  provide  reading  compre- 
hension skills  that  are  minimally  reliant  upon  the  physical  presence 
of  instruction?'  personnel  and  not  reliant  upon  the  direct  physical 
performaitce  of  directed  actions  or  upon  touch  responses.    In  other 
words  a  major  objective  of  this  program  was  to  teach  severely  handi- 
capped students  to  label  words  as  thev  occurred  in  stories,  to  label 
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words  as  they  occurred  in  questions,  and  to  write  answers  to  the 
questions  without  the  physical  assistance  of  instructional  personnel. 
More  specifically,  a  task  analysis  of  the  program  is  as  follows: 

Teaching  students  to  verbally  label  90  printed 
vocabulary  words. 

Teaching  students  to  copy  40  potential  components  of 
answers  to  printed  Who,  What  and  Where  questions. 

Teaching  students  to,  or  verifying  that  students  could, 
label  words  as  th^  occurred  in  stories. 

Teaching  students  to,  or  verifying  that  students  could, 
label  words  as  they  occurred  in  a  list  of  printed 
questions . 

Teaching  students  to,  or  verifying  that  students  could, 
label  words  as  they  occurred  in  stories;  label  words  as 
they  occurred  in  who,  what  and  where  questions  pertaining 
to  the  stories;  and  write  answers  to  who,  what  and  where 
questions  pertaining  to  the  stories  correctly. 

An  additional  objective  relates  to  the  degree  of  confidence  a 
teacher  must  assume  about  the  generalization  of  reading  skills  to 
non-classroom  settings  and  to  information  not  specifically  included 
in  teaching  materials.    That  is,  it  would  be  quite  instructional ly 
cumbersome  for  a  teacher  to  have  to  teach  each  student  to  read  each 
word  in  each  situational  context  in  which  that  word  might  appear. 
The  procedures  used  here  to  approximate  an  acceptable  degree  of 
confidence  were  as  follows: 

a.  In  Phase  I  the  students  were  taught  to  label  ninety 
different  vocabulary  words. 

b.  In  Phase  V  those  words  were  arranged  in  ten  different 
stories  and  the  students  were  required  to  answer  a  Who, 
a  Whbf  and  a  Where  question  pertaining  to  many  of  the 
stories . 

c.  It  was  assumed  that  when  the  students  were  asked  to  write 
answers  to  questions  pertaining  to  a  story  for  the  first 
time,  they  would  make  a  number  of  errors.    These  errors 
would  then  be  corrected.    Subsequently,  it  was  assumed 
that  as  the  students  progressed  across  stories  they  would 
make  fewer  and  fewer  errors  until  they  would  demonstrate 
the  9>^ilivy  to  answer  questions  pertaining  to  storirs 
without  assistance  from  the  teacher.    At  least  two  obvious 
extensions  of  these  assumptions  are  that  (a)  the  original 
ninety  words  could  be  arranged  in  other  syntactically  and 
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semantically  acceptable  stories  and  the  students  would  be 
able  to  read  those  as  well;  and  (b)  that  new  words  added 
to  the  basic  list  would  enhance  the  number  of  possible 
combinations  considerably. 


METHOD 

Students  (Ss); 

The  4  Ss  (S^«  S;^,  S3,  ^  84)  ranged  in  chronological  age  from  10.5 
to  14.7  years      «  l2.6)  in  x7q.  score  from  43  to  47      >  4S)  and  in 
length  of  time  in  public  school  programs  for  trainable  level  retarded 
students  from  5  to  8  years  (7  »  6.5).    According  to  available  medical 
information,  3  Ss  were  diagnosed  as  having  Down's  Syndrome  and  one  S 
incurred  brain  Hamage  at  birth.    Additional  information  obtained  from 
cumulative  folders  contained  such  descriptors  as  "severely  retarded," 
"specific  weakness  in  vocabulary  skills,"  and  "distractable." 

Instructional  Materials  and  Teaching  Arrangement 

Phase  I: 

Instructional  Materials; 

In  Phase  I  the  following  instructional  materials  were 
utilized: 

A)    Ninety  3"  x  5"  flashcards  each  containing  a  printed  word 
were  constructed.    The  words  :«elected  were  judged  basic 
to  almost  all  beginning  reading  materials.   A  few  words 
were  selected  for  their  possible  enrichment  effects  in 
that  they  probably  would  afford  subsequent  stories 
greater  interest  value.    A  listing  of  the  90  words 
follows: 


Vicki 

name 

see 

tell 

hamburger 

wants 

and 

tiger 

have 

boy 

candy 

address 

Scott 

buttered 

Scott *s 

goes 

takes 

falls 

popcorn 

birthday 

to 

home 

down 

Terry 

party 

the 

likes 

on 

hot 

bringing 

store 

animals 

sidewalk 

go 

red 

buys 

going 

hurts 

lake 

kite 

a 

zoo 

leg 

swim 

take 

chocolate 

will 

mother 

Paul 

like 

bar 

feed 

him 

sick 

who 

Jeff 

big 

doctor's 

stomach 

eat 

is 

black 

office 

ache 

what 

lost 

bears 

John 

doctor 

where 

he 

Bobs 

has 

Krist||ri 

buy 
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tells  in  some  Hungary  he 

policeman     ear  money        restaurant  she 

his  circus      does  eats  She 

B)   A  sample  data  sheet  used  to  record  student  progress 
in  Phase  I  is  presented  in  Appendix  Al. 

Teaching  Arrangement! 

When  Phase  I  was  initiated,  the  teacher  (T)  end  Ss  were 
seated  around  a  trapezoidal  classroom  table.   The"  90  words 
were  randomly  divided  into  9  sets  of  10  words  each  (Baseline 
.  Sets  I-IX).   Words  Ss  did  not  label  correctly  in  baseline 
tests  were  then  divided  into  sets  of  10  (Teaching  Sets) • 
It  should  be  noted  that  2  Ss  were  assigned  one  Teaching 
Set  of  less  then  10  words."  Finally,  if  an  S  reached 
criterion  on  a  word  in  the  Baseline  Sets  orlis  an  S 
reached  criterion  on  Teaching  Sets,  those  words  anST 
Teaching  Sets  were  placed  in  a  large  Review  Set.   As  one 
S  was  receiving  instruction  on  a  Teaching  Set,  the 
remaining  Ss  were  asked  to  study  one  of  their  Teaching 
Sets  untillt  was  their  turn  to  receive  instruction. 

Phase  II: 

Instructional  Materials; 

In  Phase  II  the  following  instructional  materials  were 
utilized: 

A)    Pour  worksheet  masters  each  containing  a  different  group 
of  10  potential  answer  components  were  constructed.  These 
worksheets  were  arranged  so  that  model  words  could  be 
easily  copied  by  Ss.   An  example  of  a  worksheet  is 
contained  in  AppmTdix  A2.   A  listing  of  the  4  groups 
-  of  potential  answer  components  follows: 


Group  I 

Group  II 

Group  III 

Group  IV 

lake 

office 

Scott 

bears 

swim 

leg 

hamburger 

ache 

popcorn 

Bob 

Vicki 

stomach 

John 

circus 

restaurant 

doctor 

buttered 

Terry 

and 

Paul 

store 

Scott's 

chocolate 

hon6 

candy 

birthday 

ear 

kite 

black 

party 

address 

red 

big 

Kristin 

name 

Jeff 

the 

tiger 

doctor's 

300 

B)   A  sample  worksheet  used  to  record  student  progress  in 
Phase  11  is  presented  in  Appendix  A2. 

Teaching  Arrangement; 

When  Phase  II  was  initiated,  T  and  Ss  were  seated  around 
a  trapezoidal  classroom  table?  As  Ss  finished  their  worksheets, 
they  raised  their  hands.    T  would  tFen  correct  the  worksheets 
individually.  ~ 

Phase  III: 

Instructional  Materials; 

In  Phase  III  the  following  instructional  materials  were 
utilized: 

A)  Ten  S*'  x  8**  cards,  each  containing  a  printed  story  were 
constructed.    The  stories  we're  developed  from  the 
vocabular)'  words  taught  in  Phase  I.    The  IQ  stories 
(Stories  I-X)  are  presented  in  Appendix  A-3. 

B)  A  sample  data  sheet  used  to  record  student  progress 
in  Phase  III  is  presented  in  Appendix  A-3. 

Teaching  Arrangwnent: 

When  Phase  III  was  initiated  T  worked  with  each  S  individually 
at  a  trapezoidal  classroom  taFle.  ~ 

Phase  IV: 

Instructional  Materials: 

In  Phase  IV  the  following  instructional  materials  were 
utilized: 

A)  Ten  S"  x  8'*  question  worksheets  (I-X)  each  containing 

3  'Vh"  questions  were  constructed.    Each  of  the  questions 
were  based  upon  the  content  of  the  10  stories  used  in 
Phase  III.    The  question  worksheets  are  presented  in 
Appendix  A-4. 

B)  A  sample  question  worksheet  used  to  record  student  progress 
in  Phase  IV  is  presented  in  Appendix  A-4. 

Teaching  Arrangement; 

When  Phase  IV  was  initiated  T  worked  with  each  S  individually 
at  a  trapezoidal  classroom  table.  " 


Phase  V: 


Instructional  Materials! 

The  instructional  materials  utilized  in  Phase  V  were 
described  in  Phases  III  and  XV.   A  sample  data  sheet  used 
to  describe  student  progress  in  Phase  V  is  presented  in 
Appendix  A>5. 


When  Phase  V  was  initiated  Ss  were  seated  at  their  classroom 
desks  and  T  worked  with  eacit  S  individually. 

Teaching  Procedures 

Phase  l!   Verbally  labeling  vocabulary  words. 

Baseline  Procedures t 

Each  S*s  ability  to  label  the  90  words  was  obtained  prior 
to  instruction.   As  stated  previously,  for  baseline  measurement 
purposes  the  90  words  were  randomly  arranged  into  9  Baseline 
Sets  of  10  words.    Baseline  measures  were  obtained  as 
loITows:   T  presented  the  first  word  of  Baseline  Set  I  to 
Sx  and  sail  *1ftiat  is  this  word?**   If      labeled  the  word 
correctly,  a  **♦**  was  marked  in  the  appropriattj  box  on  the 
data  sheet.    If  S  labeled  the  word  incorrectly,  a  **-**  was 
marked  on  the  data  sheet.    It  should  be  noted  that  no 
indication  of  accuracy  was  provided.   T  proceeded  in  this 
manner  until  all  10  words  of  Baseline  Sjst  I  had  been 
presented  to  Si.   Baseline  Set  II  was  then  administered 
to  §2  and  Baseline  Set  III  to       etc.   This  procedure  was 
followed  until  each  S  had  responded  to  each  of  the  9 
Baseline  Sets  on  2  consecutive  occasions.   Words  that  Ss 
did  not  label  correctly  in  2  consecutive  baseline  triaTs 
were  then  randomly  divided  into  Teaching  Sets  of  10  words 
each.   Those  words  in  the  Baseline  Sets  that  were  labeled 
correctly  twice  in  succession  were  placed  into  individual 
S*s  Review  Set  (see  review  procedures  below). 

Teaching  Procedure! 

T  presented  each  S  with  an  individualized  Teaching  Set  of 
To  words.   T  then'said  to  Ss  2,  3,  $  4,  **Here  are  your  words 
for  today,  ^ou  may  study  them  quietly  until  it  is  your 
turn.**  T  then  presented  St  with  the  first  word  from  his/her 
Teaching1>et  I  and  said,  '"What  is  this  word?**   If  Sj  cor- 
rectly  labeled  the  word,  T  provided  SjL  with  appropriate 
verbal  praise  and  marked  a  **♦**  in  the  appropriate  box  on 
the  data  sheet.    If  S  labeled  the  word  incorrectly,  T 
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scored  a       on  the  data  sheet  and  said  "No,  this  word  is 
(correct  labelj."  T  then  repeated  the  cue,  **What  is  this 
word?"       S;i  iabeleti  the  word  correctly,  T  provided 
appropriate  verbal  praise  but  did  not  reconi  a       on  the 
data  sheet.    If      did  not  label  the  word  correctly,  T 
said,  "No,  this  word  is  (correct  label),  say  (correct"" 
label y   If  S  labeled  the  word  correctiy  T  provided 
appropriate  visrbal  praise  but  did  not  record  a  on 
the  data  sheet.    If      still  did  not  label  the  word  cor- 
rectly, T  presented  a  second  word  in  Teaching  Set  I  and 
followed'uie  same  teaching  procedure.   This  procedure 
was  followed  until  Si  had  the  opportunity  to  respond  to 
and  receive  instruction  on  each  of  the  10  words  in  Teaching 
Set  I.   Subsequently,  Sji  was  advised  to  study  his/her 
words  and  T  presented  §2  with  the  first  word  in  his/her 
Teaching  Set  I.   These  procedures  were  followed  until  an 
S  reached  criterion  on  his/her  Teaching  Set  I.   When  an 
^  reached  criterion  on  a  Teaching  Set,  the  "words  in  that 
set  were  then  added  to  his/her  Review  Set  and  review 
procedures  were  initiated. 

Review  Procedures; 

All  words  an  S  had  labeled  correctly  on  both  baseline  trials 
were  entitledliis/her  Review  Set.    In  addition,  when  an  S 
reached  criterion  on  a  TeachinFISet,  the  10  words  in  thaT 
Teaching  Set  were  added  to  tne  neview  Set.    A  culminative 
review  was  then  administered  to  an  S  on  his/her  individualized 
Review  Set.    If  an  S  labeled  all  of^ the  words  in  his/her 
Review  Set,  he/she  then  received  instruction  on  the  next 
Teaching  Set.    If  an  S  did  not  label  a  word  in  the  Review 
Set  correctly,  the  word  labeling  teaching  procedures 
described  above  were  implemented.    These  procedures  were 
operative  until  an  S^  labeled  all  the  words  in  his/her 
Review  Set.    Subsequently,  instruction  on  the  next  Teaching 
Set  was  initiated. 

The  above  Teaching  and  Review  Procedures  were  followed 
until  each  £  correctly  labeled  the  90  vocabulary  words 
on  2  consecutive  occasions. 

Phase  II;    Copying  40  potential  answer  components. 

Baseline  Procedures; 

S's  initial  ability  to  copy  40  potential  answer  components 
was  obtained  in  the  following  manner;    T  presented  the 
worksheet  for  Group  I  to  S^  and  said,  "Here  is  a  worksheet 
for  you  to  do.    Look  at  each  word  and  then  carefully  copy 
that  word  on  the  line  below  it.   When  you  finish  copying 
aU  the  words,  raise  your  hand.'*   Different  worksheets 


284 


were  given  to  Ss  and  T  repeated  the  instructional  cues  for 
each  S  in  turnT  When"~an  S  raised  his/her  hand  to  indicate 
he/she  had  finished,  T  collected  that  worksheet  and  said 
'*Thank  you."  No  indication  of  the  accuracy  of  the  copying 
was  provided  during  baseline  procedures.  These  procedures 
were  followed  until  each  S  had  the  opportunity  to  copy  the. 
words  in  Groups  I,  X^,  IlT,  and  IV  on  two  occasions. 

Teaching  Procedure: 

T  presented  the  worksheet  for  Group  I  to  Si  and  said,  "Here 
Ts  a  worksheet  for  you  to  do.    Look  at  each  word  and  then 
carefully  write  that  word  on  the  line  below  it.   When  you 
finish  writing  all  the  words,  raise  your  hand."  Different 
worksheets  were  dispensed  and  T  repeated  the  instructional 
cues  for  each  S  in  turn.  " 

When      raised  his/her  hand,  T  checked  the  worksheet  by 
placing  a  "♦"  mark  beside  eacFword  correctly  copied: 

A)  If  Si  copied  all  the  words  correctly,  T  dispensed 
appropriate  verbal  praise. 

B)  If  S^  did  not  copy  all  the  words  correctly,  T  erased 
eacn  incorrect  word  and  said,  '*you  did  not  copy  this/ 
these  word(s)  correctly,  copy  this/ these  word  (s)  again 
and  be  careful.   When  you  finish,  raise  your  hand." 

C)  When  Si  again  raised  his/her  hand,  T  checked  the  corrected 
word(s}.    If  Si  correctly  copied  the  word (s)  the  second 
tine,  T  said  ^fhat's  better,  now  you  have  copied  the 
word(sT  the  right  way." 

D)  If  S^  did  not  copy  the  word(s)  correctly  T  said,  '*No, 
that's  still  not  right"  and  erased  the  incorrect  word. 
T  then  said  "Watch  ne."  T  then  copied  the  word  while 
1^  watched.   T  then  said,'^'New  you  copy  the  word 
Beside  nine.""  If  S  matched  T's  written  model  T  said, 
"Yes,  now  you  have'^itten  tHat  word  correctlyT^'  If 
Sj[  did  not  correctly  match  T's  written  model,  T 
Intervened  as  soon  as  S^  maSe  an  error,  erasedlthe 
incorrectly  copied  letter  and  said  "Wtite  (letter)." 
as  T  pointed  to  that  letter  iu  the  printed  model.  T 
th«r  said,  "ttow  write  (letter)  etc."  as  T  pointed  to 
the  next  letter  in  the  printed  model,  unFil  the  word 
was  copied  correctly.    T  then  said,  "htow  you  have 
written  the  word  correcHy." 

This  procedure  was  followed  until  each  S  correctly  copied 
the  10  words  in  Groups  I,  II,  III,  and  IV  on  two 
consecutive  occasions. 
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Phase  III;    Labeling  printed  stories. 

Baseline  Procedures; 

S*s  ability  to  label  vocabulary  words  as  they '^sccurred  in 
printed  stories  wa&  assessed  in  the  following  manner:  T 
presented  Story  I  to      and  said  '*Read  all  the  words  in"" 
this  story  to  ine."   WRen  Si  finished  Story  I,  T  removed  it 
and  said  '»Thank  you,"   T  then  presented  Story  Tl  to  Sj^ 
and  repeated  the  instructional  cue.   This  procedure  was 
followed  until  Sj^  had  responded  to  all  10  stories. 
Subsequently,  tHe  same  procedures  were  followed  with  the 
remaining  3  Ss  until  each  had  the  opportunity  to  label 
the  stories  oh  two  occasions. 

Teaching  Procedure; 

T  presented  Story  I  to  S^  and  said,  "Read  all  the  words  in 
this  story  to  me."    If  ^  labeled  each  word  correctly  in 
the  story  beginning  witn  the  top  line  and  going  left  to 
right  across  each  successive  line,  a  "0"  was  marked  beside 
"#  of  errors"  on  the  data  sheet  and  S^  was  given  appropriate 
verbal  praise.    If  Sj  made  a  labe    '^g  error  or  a  sequence 
error  he/she  was  i>topped  immediate.    ,  the  location  of  the 
error  was  circled  on  the  data  sheet,  and  the  following 
procedures  were  implemented: 

Sequence  Errors 

A)  If  S^  did  not  l&bel  the  words  in  the  appropriate  top 
line  to  bottom  line-left  to  right  sequenc«»,  T  intervened 
as  soon  as  Sj^  made  an  error  in  the  labeling  sequence 
and  said,  "NOy  that's  not  right.    Don't  skip  any  words. 
Start  that  line  over."    If  S^  re-labeled  the  words  in 
the  appropriate  sequence,  T  said,  "That's  better,  you 
didn't  skip  any  words  th9t"~time." 

B)  If  Sj^  again  made  an  error  in  the  labeling  sequence,  T 
intervened  as  soon  as  Sj[  made  the  error  and  said,  "No, 
don't  skip  any  words."   T  then  modeled  the  correct 
labeling  sequence  from  tHe  beginning  of  the  line  in 
which  the  error  occurred  to  the  end  of  that  line. 
Then  T  said  to  Sj[,  "Now  you  read  the  words."    If  Sj^ 
imitated  T's  mo3el  by  labeling  the  words  correctly,  T 
dispensed~appropriate  verbal  praise.    If  Si  still  maJe 
an  errox  in  the  labeling  sequence  T  said, ""No,  you 
still  skipped  a  word.    Say  each  word  after  I  say  it." 
T  then  modeled  each  word  in  that  line  and  Sj,  repeat eu 
eieich  word  following  T's  model.    If  Sj[  again  made  an 
error,  T  removed  Story  I  and  presented  Story  II. 
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Ubftling  Errors 


If  $2  labeled  a  word  in  Story  I  incorrectly,  T  intervened  as 
soon  as  the  error  was  aare  and  said,  **No,  that*  word  is  wrong, 
read  that  word  again.**   If      labeled  the  word  correctly,  T 
said,  *'That*s  better,  now  go  back  and  start  that  line  again.** 
That  is.  Si  was  requested  to  return  to  the  initial  word  in 
the  line  where  the  error  occurred  and  re* label  all  the  words 
in  that  line.    If,  after  the  initial  error  S^  did  not  re- 
label the  word  correctly,  T  intervened  and  said,  **No,  that 
word  is  (correct  label).**  "Tr  then  directed  Si  to  return  to 
the  initial  word  in  the  lin?  and  re-label  all  the  words  in 
that  line.    If  Sx  did  not  re-label  the  word  correctly,  T 
stopped  Sji  and  said,  **No,  that  word  is  (correct  laben."  What 
is  that  word?**   If  Sj  repeated  the  label  correctly,  T  said, 
**Good,  new  go  back  and  start  that  line  again.**   If ^  did 
not  repeat  T*s  label  correctly,  T  removed  Story  I  mm 
and  presentetl  Story  II.  " 

These  procedures  were  followed  until  each  S  correctly  labeled 
the  words  in  the  10  stories  in  the  approprTate  order  on  2 
consecutive  occasions. 

Phase  IV t    Labeling  printed  questions. 

Baseline  Procedures; 

S*s  initial  ability  to  label  vocabulary  words  as  they  occurred 
Tn  p/inted  questions  was  assessed   in  the  following  manner: 
T  presented  Question  Worksheet  I  to  Si  and  said,  **Read  all 
the  words  on  this  worksheet  to  me.**   when  $2  finished 
(Xiestion  Worksheet  I,  T  removed  it  and  saicr*'Thank  you.**  T 
tnen  presented  Question  Worksheet  II  to      and  repeated  the 
ipscructional  cues.   This  procedure  was  repeated  until  S^ 
had  responded  to  the  Question  Worksheets  I  through  X. 

Itorksheets  I  through  X. 

Baseline  measures  were  obtained  in  this  manner  with  each  S  as 
he/she  entered  Phase  IV  of  the  program.  ^ 

Teaching  Procedure; 

T  presented  Question  Worksheet  I  to  Sj[  and  said,  **Read  all 
the  words  on  this  worksheet  to  me.**   If  S^  labeled  each  word 
correctly  beginning  with  the  top  line  and  going  left  to  right 
across  each  successive  line,  a  **0*'  was  marked  beside  the  **#  of 
errors**  on  the  data  sheet  and  appropriate  verbal  praise  was 
provided.    If  S;^  made  a  labeling  or  a  sequence  error  he/she 
was  stopped  immediately.   Hie  point  of  error  was  circled  on 
Question  Worksheet  I  data  sheet  and  the  following  procedures 
were  implemented: 


Sequence  ^irors  -  (See  Phase  I2T  -  Teaching  Procedures) 

labeUng  Errors  -  (See  Phase  HI  -  Teaching  Procedures) 

These  procedures  were  followed  until  each  S  correctly  labeled 
the  words  on  Question  Worksheets  I«X  in  the  appropriate  order 
on  2  consecutive  occasions. 

Phase  Vt    Labeling  printed  stories  and  printed  who,  what,  where 
(questions,  and  then  writing  answers  to  who,  what  ano  ttflere 
queitlons  pertaining  to  the  printed  stories. 

Baseline  Procedures; 

S*s  initial  ability  to  write  the  answers  to  printed  who,  what 
ihd  where  questions  pertaining  to  printed  stories  was  assessed 
in  the  following  manner:    T  presented  Story  I  and  Question 
Worksheet  I  to  Sj  and  said7  "Read  the  story;  then  read 
questions  1,  2,  and  3;  and  then  write  the  anrwer  to  each 
question  on  the  line.   When  you  finish  raise  your  hand.** 
When  Si  raised  his/her  hand,  T  removed  Story  I  and  question 
WorksEeet  I,  presented  Sj  witH"  Story  II  and  Question  Worksheet 
IZ  and  repeated  the  instructional  cues.    This  procedure  was 
followed  until  S^  had  the  opportunity  to  write  the  answers 
to  the  questions  on  Question  Worksheets  I-X.   Those  procedures 
were  also  used  to  obtain  the  initial  performance  level  of  the 
remaining  Ss. 

Teaching  Procedure: 

T  presented  Story  I  and  Question  Worksheet  I  to  S^  and  said, 
^Read  the  story;  read  Questions  1,  2,  and  3,  and  then  write 
the  answer  to  each  question  on  the  lines.   When  you  finish, 
raise  your  hand.** 

A)  When  S^  raised  his/her  hand,  T  examined  (Question  Work" 
sheet  I .    If  |JL  bad  written  tHe  correct  answers  to 
questions  1,  %  and  3,  T  placed  a  *'•»•'*  beside  each 
correct  answer  and  disposed  appropriate  verbal  praise. 
T  also  placed  *'••>*'  marks  in  the  appropriate  boxes  on 
ihe  data  sheet. 

B)  If  Si  did  not  write  the  correct  answers  to  questions  1, 
2,  a.jd/or  3,  T  placed  a  *•-*'  in  the  appropriate  boxes 
on  the  data  sKeet  and  said,  *'Nc,  that/these  answer (s) 
is/are  not  right  (as  T  erased  the  incorrect  answer (s).*' 
T^then  repeated  the  initial  directive,  **Read  the  story 
again,  then  read  the/these  question(s)  and  write  the 
answer (s)  on  the  line.    After  you  write  the  answer (s) 
to  this/these  questions,  raise  yottr  hand.** 
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C)  Mitn  Si  raised  his/her  hand,  T  went  to  his/her  desk. 
If  Si  nad  corrected  the  initial  ans<4ers,  T  said, 
'That's  better,  now  you  have  written  the  correct 
answer  (s).** 

D)  If  Sj[  did  not  correct  the  initial  answer (s),  T  said, 
**Ko,  that/these  answer  (s)  is/are  not  right  (as  T 
erased  the  incorrect  answer (s).**  T  then  said,  ^ead 
the  story  to  sie.**   If      aade  a  labeling  or  sequencing 
error  while  reading  the  story,  the  correctional 
procedures  utilized  in  Phase  III  were  impleaented. 

E)  After  Sj  read  Story  I  aloud,  T  said,  "Now  read  question 
(»  of  question)  to  me."   If  Slnade  a  labeling  or 
sequencing  error  while  reading  a  question,  the  correc- 
tional procedures  utilized  in  Phase  IV  were  iaplemented. 

F)  After  Si  read  the  specific  question  aloud  T  said,  **N6w 
touch  the  answer  in  the  story  «nd  read  it.^  If  S^ 
correctly  touched  and  labeled  the  answer^  T  said, 
**That*s  the  answer,  write  that  word  on  the^ine.** 

If  Si  touched  the  appropriate  answer  word,  but  mislabeled 
it,"?  Modeled  the  correct  label  and  instructed  S;^  to 
imitate     T  then  said,  'That's  the  answer,  write  that 
word  on  th?  line.** 

6)    If  Si  touched  and  labeled  the  wrong  word,  T  said,  *'No, 
that's  not  the  answer,  listen  to  me.**  T  tHen  read  the 
question  aloud;  read  the  line  of  the  story  which  included 
the  answer;  touched  and  labeled  the  answer;  and  then  said 
to  S^,  **Write  this  word  cn  the  line  for  question  (#  of 
question) .**   If  Sj^  did  so,  T  said,  **Now  you  have  written 
the  ri^ht  answer  to  question  (»  of  question)  .** 

H)    If  Sj[  did  not  accurately  copy  the  word  T  touched,  T 
erased  S*s  word  and  wrote  the  word  correctly  on  the 
appropriate  line.   T  then  said,  **There,  that*s  the 
correct  answer  to  question  (»  of  question).**  T  again 
presented  Sj  with  Story  I  and  Question  Worksheet  I 
and  another  trial  was  conducted.   This  procedure  was 
followed  until      wa»  able  to  write  the  correct  answers 
required  by  Question  Worksheet  I  on  2  consecutive 
occasions. 

These  teaching  procedures  were  followed  until  Ss  reached 
criterion  on  Phase  V  of  the  program. 

RESULTS 

Measures  of  each  S*s  ability  to  perform  the  skills  required  in 
each  of  the  5  Phases  I^  were  obtained  prio.  to  (baseline)  and  durin^^ 
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instruction  (teaching).  A  general  design  of  the  entire  program  is 
outlined  as  follows: 


1. 

Baseline  Phase  V 

7.   Teach  Phase  III 

2. 

Baseline  Phase  I 

8.    Baseline  Phase  IV 

3. 

Teach  Phase  X 

9.   Teach  Phase  IV 

4. 

Baseline  Phase  II 

10.    Re-Baseline  Phase  V 

S. 

Teach  Phase  II 

11.    Teach  Phase  V 

6. 

Baseline  Phase  III 

Phase  I: 

Teaching  Ss  to  verbally  label  9C  printed  vocabulary  words. 

The  objective  of  Phase  I  was  to  teach  Ss  to  label  90  vocabulary 
words.    Initially,  Ss  were  given  2  opportunTties  to  label  each  of  the 
90  words.    During  tHese  baseline  trials,  Ss  were  required  to  label  a 
word  correctly  on  2  consecutive  occasionsin  order  for  T  to  determine 
that  they  could  label  that  word  correctly.  " 


When  the  words  not  labeled  correctly  on  the  baseline  trials  were 
divided  into  individualized  Teaching  Sets,  Ss  were  required  to  label  all 
tne  words  in  a  Teaching  Set  on  3  consecutiv?  occasions  before  T 
determined  that  they  could  label  the  words  in  a  particular  set^correctly. 

Finally,  as  Ss  performed  at  criterion  on  words  in  the  Baseline 
and  Teaching  Sets7  those  words  were  placed  in  an  ever  increasing  Review 
Set.    Ss  were  required  to  label  all  the  words  in  the  Review  Set  on  1 
occasion  before  T  determined  that  they  could  label  all  the  woirds  in 
the  Review  Set  correctly. 

h 

The  performance  of  S^  is  graphically  depicted  in  Figure  A-1  and 
can  be  summarized  as  follows: 

Baseline:    S^  labeled  40  words  correctly  in  the  2  consecutive 
baseline  trials  (Figure  A-i,  Part  A). 

Teaching  Set  I:    Sj^  reached  criterion  performance  after  6 
teaching  trials  (Figure  A-i,  Part  B). 

Review  Set  I:    Sj^  performed  at  criterion  on  the  50  words  in  the 
Peview  Set  during  triaj  9  (Figure  A-1,  Part  C). 

Teaching  Set  II:    Sji  achieved  criterion  after  6  teaching  trials 
(Figure  A-1,  Part  D) . 

Review  Set  II:    Sj  achieved  criterion  on  the  60  words  in  Review 
Set  li  at  trial  18  (Figure  A-1,  Part  E). 

Teaching  Set  III:    S;  achieved  criterion  after  8  teaching  trials 
(Figure  A-l'^1>art  F). 
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Rcviw  Sdt  III;       tehieved  criterion  on  the  70  words  in  Review 
Set  III  at  trial  28  (Figure  A-1,  Part  G). 

Teaching^  Set  IV ;    Si  achieved  criterion  after  7  teaching  trials 
(figure  A-1,  Part  H). 

Review  Set  IV;   Sj[  achieved  criterion  on  the  80  words  in  Review 
Set  iV  at  trial  37  (Figure  A-1,  Part  I), 

Teaching  Set  V:    Sj[  achieved  criterion  after  6  teaching  trials 
(Figure  A-1,  Part  J). 

Review  Set  V;   Si  achieved  criterion  on  90  words  in  Review 
Set  V  at  trial  44  (Figure  A-1,  Part  K). 


The  performance  of  S?  is  graphically  depicted  in  Figuxe  A-2  and 
can  be  summarized  as  fallows: 

Baseline:    $2  labeled  40  words  correctly  on  2  baseline  trials 
(Figure  X-2,  Part  A). 

Teaching  Set  I:   S^  achieved  criterion  after  6  teaching  trials 
(I^igure  A-2,  Part  B), 

Review  Set  I;   S^  achieved  criterion  on  the  SO  words  in  Review 
Set  I  at  trial  10  (Figure  A-2,  Part  C). 

Teaching  Set  II;    S;;  achieved  criterion  after  9  teaching  trials 
(Figure  A-2,  Part  D) . 

Review  Set  II:   S2  achieved  criterion  on  the  60  words  in  Review 
Set  II  at  tri:l  21  (Figure  A-2,  Part  E). 

Teaching  Set  III;    Sj^  achieved  criterion  after  7  teaching  trials 
(Figure  A-2,  Part  F), 

Review  Set  III:   $2  achieved  criterion  on  the  70  words  in  Review 
^et  III  at  trial  30  (Figure  A-2,  Part  G). 

Teaching  Set  IV;    S^  achieved  criterion  after  6  teaching  trials 
(Figure  A-2,  Part  H) , 

Review  Set  IV;    $2  achieved  criterion  on  the  80  words  in  Review 
Set  IV  av.  trial  38  (Figure  A-2,  Part  I). 

Teaching  Set  V;    So  achieved  criterion  after  5  teaching  trials 
(Pigure  A-2,  Part  J). 
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Review  Set  V;    S2  achieved  criterion  on  the  90  words  in  Review 
Set  V  at  trial  44  (Figure  A- 2,  Part  K) . 

S3 

The  performance  of  S3  is  graphically  depicted  in  Figure  A-3  and 
can  be  sununarized  as  follows: 

Baseline!    S3  labeled  27  words  correctly  in  the  2  consecutive 
baseline  trials  (Figure  A-3,  Part  A). 

Teaching  Set  I;    S3  achieved  criterion  after  8  teaching  trials 
(Figure  A-3,  Part  B). 

Review  Set  I;    S3  achieved  criterion  on  the  37  words  in  Review 
Set  I  at  trial  12  (Figure  A-3,  Part  C). 

Teaching  Set  11:    S,  achieved  criterion  after  9  teaching  trials 
[Figure  A-3,  Part  D) . 

Review  Set  II:    S3  achieved  criterion  on  the  47  words  in  Review 
Set  II  at  trial  22  (Figure  A-3,  Part  E). 

Teaching  Set  III:    S3  achieved  criterion  after  6  teaching  trials 
(Figure  A-3,  Part  F). 

Review  Set  III:    S3  achieved  criterion  on  the  57  words  in  Review 
Set  III  at  trial  29  (Figure  A-3,  Part  G). 

Teaching  Set  IV:    £5  achieved  criterion  after  6  teaching  trials 
(Figure  A-3,  Part  H) . 

Review  Set  IV:    S3  achieved  criterion  on  the  67  words  in  Review 
Set  IV  at  trial  36  (Figure  A-3,  Part  I). 

Teaching  Sot  V:    S3  achieved  criterion  after  6  teaching  trials 
(Figure  A-3,  Part  J). 

Review  Set  V:    S,  achieved  criterion  on  the  77  words  in  Review 
Set  V  at  trial  43  (Figure  A-3,  Part  K). 

Teaching  Set  VI:    S3  achieved  criterion  after  4  teaching  trials 
(Figure  A-3,  Part  L) . 

Review  Set  VI:    S3  achieved  criterion  on  the  87  words  in  Review 
Set  VI  at  trial  48  (Figure  A-3,  Part  M) . 

Teaching  Set  VII:    S3  achieved  criterion  (3  word  set)  in  4  teaching 
trials  (Figure  A-3,  Part  N). 

Review  Set  VII:    S3  achieved  criterion  on  i*0  words  in  Review 
Set  VII  at  trial  53  (Figure  A-3,  Part  0). 
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i4 

The  performance  of  S4  is  graphicially  depicted  in  Figure  A«4  and 
can  be  sumuarized  as  follows: 

Baseline:   £4  labeled  25  words  correctly  in  the  2  consecutive 
baselineltrials  (Figure  A-4,  Part  A). 

Teaching  Set  I:    S4  achieved  criterion  after  7  teaching  trials 
(figure  A-4,  Part  B). 

Review  Set  I:   S4  achieved  criterion  on  the  35  words  in  Review 
Set  I  at  trial  11  (Figure  A-4,  Part  C). 

Teaching  Set  II:    S4  achieved  criterion  after  10  teaching  trials 
(Figure  A-4,  Part  D) . 

Review  Set  II:    S4  achieved  criterion  on  the  45  words  in  Re'i'iew 
Set  II  at  trial  23  (Figure  A-4,  Part  E). 

Teaching  Set  III:   S4  achieved  criterion  after  9  teaching  tslals 
(Figure  A-4,  ParT  F) . 

Review  Set  III:    S^  achieved  criterion  on  the  55  words  in  Review 
Set  III  at  trial  33  (Figure  A-4,  Part  G). 

Teaching  Set  IV:    £4  achieved  criterion  after  7  teaching  trials 
(Figure  A-4,  Part  H) . 

Review  Set  IV:    S4  achieved  criterion  on  the  65  words  in  Review 
Set  IV  at  trial  42  (Figure  A-4,  Part  I). 

Teaching  Set  V:    S4  achieved  crif^rion  after  9  teaching  trials 
(Figure  A-4,  Part  J). 

Review  Set  V:    S4  achieved  criterion  cu  the  75  words  in  Review 
Set  V  at  trial  52  (Figure  A-4,  Part  K). 

Teaching  Set  VI:    S4  achieved  criterion  after  8  teaching  trials 
(Figure  A-4,  PaFt  L) . 

Review  Set  VI;    S4  achieved  criterion  on  the  85  words  in  Review 
Set  VI  at  61  TFigure  A-4,  Part  M). 

Teaching  Set  VII:    S4  achieved  criterion  (5  word  set)  after  8 
teacning  trials  Trigure  A-4,  Part  N). 

Review  Set  VII:    S4  achieved  criterion  on  the  90  words  in  Review 
Set'Vir  at  trial  70  (Figure  A-4,  Part  0). 
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Phase  II:    Teach inc;  Ss  to  copy  40  potent ilal  components  of  answers  to 
printed  who,  what  and  where  questions. 

The  objective  of  Phase  II  was  to  verify  that  Ss  could,  or  to 
teach  Ss  to,  copy  the  words  that  they  would  be  expected  to  print  on 
answer"sheets  in  Phase  V.    As  was  noted  previously,  a  total  of  40 
potential  answer  components  were  divided  into  4  {groups  of  10  words 
each.    Ss  were  required  to  copy  the  10  words  in  groups  of  3  consecutive 
occasions  in  order  for  T  to  determine  that  Ss  could  copy  those  words 
correctly.  " 

The  performance  of  Sj^  is  not  graphically  depicted  but  can  be 
summarized  as  follows: 

Baseline: 

Group  I;    Sj^  copied  8  of  10  words  correctly  on  2  occasions. 

Group         $2  copied  all  10  words  correctly  on  2  occasions < 

Group  III:    Sj[  copied  7  of  10  words  correctly  on  1  occasion 
and  ft  of  To  words  correctly  on  a  second  occasion. 

Group  IV;    Sj^  copied  all  10  words  correctly  on  2  occasions. 

Teaching; 

Group  I;    S^  achieved  criterion  after  3  teaching  trials. 
Group  11;    S^  achieved  criterion  after  8  teaching  trials. 
Group  III:    Si  achieved  crit«"*rion  after  3  teaching  trials. 
Group  IV:    S^  achieved  criterion  after  3  teaching  trials. 

The  performi.nce  of  S^  is  not  graphically  depicted  but  can  be 
summarized  as  follows; 

Baseline; 

Group  I;    S^  copied  7  words  correctly  on  1  occasion  and 
8  words  correctly  on  a  second  occasion. 

Group  H;    $2  copied  7  words  correctly  on  2  occasions. 

Group  III;        copied  7  words  correctly  on  2  occasions. 
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Group  IV;    S;2  copied  7  words  correctly  on  1  occasion  and  8 
words'  correctly  on  a  second  occasion. 

Teaching; 

Group  I;    S;;  achieved  criterion  after  6  teaching  trials. 
Group  II;    S;2  achieved  criterion  after  3  teaching  trials. 
Group  III;   S;;  achieved  criterion  after  6  teaching  trials. 
Group  IV;        achieved  criterion  after  3  teaching  trials. 

The  performance  of  S3  is  not  graphically  depicted  but  can  be 
summarized  as  follows; 

Baseline; 

Group  I;    S3  copied  9  words  correctly  on  2  occasions. 

Group  II;    S3  copied  9  words  correctly  on  2  occasions. 

Group  III;    S3  copied  10  words  correctly  on  2  occasions. 

Group  IV;    S3  copied  10  words  correctly  on  1  occasion  and 
a  word  correctly  on  a  second  occasion. 

Teaching; 

Group  I;    S3  achieved  criterion  after  3  teaching  trials. 
Group  II;    S3  achieved  criterion  after  S  teaching  trials. 
Group  III;    S3  achieved  criterion  after  3  teaching  trials. 
Group  IV;    S3  achieved  criterion  after  3  teaching  trials. 

S.4 

The  performance  of  S4  is  not  graphically  depicted  but  can  be 
summarized  as  follows;"" 

Baseline; 

Group  I;   £4  copied  9  words  correctly  on  1  occasion  and  8 
words  correctly  a  second  occasion. 

Group  II;    £4  copied  9  words  correctly  on  1  occasion  and 
10  words"correctly  a  second  occasion. 
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Group  III;  S4  copied  10  words  correctly  on  2  occasions. 

Group  IV;  S4  copied  9  words  correctly  on  2  occasions. 
Teaching; 

Group  I;        achieved  criterion  after  3  teaching  trials. 

Group  II;  S4  achieved  criterion  after  3  teaching  trials. 

Group  III;  S4  achieved  criterion  after  3  teaching  trials. 

Group  IV;  S4  achieved  criterion  after  3  teaching  trials. 

Phase  III;    Teaching  Ss  to,  or  verifying  that  Ss  could,  label  words 
as  they  occurred  in  chart  stories.  ~ 

The  objective  of  Phase  III  was  to  verify  that  Ss  could,  or  teach 
Ss  to,  label  words  as  they  occurred  in  10  stories,  "initially,  Ss  were 
requested  to  label  all  the  words  in  the  10  stories.    It  was  determined 
that  if  Ss  could  label  at  least  95%  of  the  words  as  they  occurred  in 
stories  on  2  consecutive  occasions,  they  would  be  considered  sufficiently 
proficient  to  proceed  to  Phase  IV.   The  performances  of  Ss  are  not 
graphically  depicted  but  can  be  summarized  as  follows:  " 

Baseline; 

§2  -  On  trial  I  Sj[  correctly  labeled  96.8%  of  the  words  as  they 
occurred  in  the  10  stories.    On  trial  2  S|  labeled  99.4% 
of  the  words  correctly. 

52  -  On  trial  1      correctly  labeled  100%  of  the  words  as  they 
~      occurred  in  10  stories.    On  trial  2  Sj  labeled  99.4%  of  the 

words  correctly. 

53  -  On  trials  2  and  2  S3  correctly  labeled  97.5%  of  the 

vocabulary  words  as  they  occurred  in  the  10  stories. 

54  -  On  trial  I  S4  correctly  labeled  98.1%  of  the  vocabulary 

words  as  they  occurred  in  10  stories.    On  trial  2  S4 
labeled  99.4%  of  the  words  correctly.  " 

Teaching; 

Implementation  of  the  Phase  III  teaching  procedures  was  not 
necessary  as  all  Ss  performed  at  or  above  criterion  levels 
during  baseline  trials. 

Phase  IV;    Teaching  Ss  to,  or  verifying  that  Ss  could,  label  words  as 
they  occurred  in  a  list  of  printed  questions. 
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Hie  objective  of  Phase  XV  was  to  verify  that  Ss  could,  or  to 
teach  Ss  to,  label  words  as  they  occurred  in  questions.  Initially. 
Ss  wer?  requested  to  label  the  words  in  3  questions  pertaining  to 
V)  stories  (30  questions  in  all).    It  was  determined  that  if  Ss 
could  label  at  least  95%  of  the  words  as  they  occurred  in  questions 
on  2  consecutive  occasions,  they  would  be  considered  sufficiently 
proficient  to  proceed  to  Phase  V.    The  performances  of  Ss  are  not 
graphically  depicted  but  can  be  sunmarized  as  follows:  *~ 

Baseline: 

S^  -  On  trials  1  and  2  S;^  correctly  labeled  100%  of  the  words 
as  they  occurred  in  the  30  questions. 

S^  -  On  trials  1  and  2  S;2  correctly  labeled  98,4%  of  the  words 
as  they  occurred  in  the  30  questions. 

S3  -  On  trial  1  S3  correctly  labeled  97.6%  of  the  words  as  they 
occurred  in  the  30  questions.    On  trial  2  S3  labeled  100% 
of  the  words  correctly. 

£4  -  On  trials  1  and  2  S4  correctly  labeled  98,4%  of  the  words 
"     as  they  occurred  in  the  30  questions. 

Teaching: 

Implementation  of  the  Phase  IV  teaching  procedures  was  not 
necessary  as  all  Ss  performed  above  criterion  levels  during 
baseline  trials. 

Phase  V:  Teaching  Ss  to  label  words  as  they  occurred  in  stories;  label 
words  as  they  occurred  in  who,  what  and  where  questions  pertaining 
to  the  stories;  and  write  answers  to  the  questions  correctly. 

The  objective  of  Phase  V  was  to  teach  Ss  to  read  the  stories  and 
write  answers  to  questions  correctly.    Criterion  performance  for 
reading  a  story  was  defined  as  2  consecutive  trials  without  an  error. 
A  trial  consisted  of  Ss  having  the  opportunity  to  label  the  words  in 
a  story,  to  label  the~words  in  3  questions,  and  to  write  answers  to 
the  3  questions.    Phase  V  was  considered  completed  when  Ss  could 
perform  at  criterion  level  on  3  consecutive  stories  without  the  need 
for  teaching  intervention. 

Sj[  -  The  performance  of  S^  in  Phase  V  is  not  graphically  depicted 
but  can  be  summarized  as  follows: 

Bas el ine  Measures:    (Prior  to  instruction  on  Phases  I,  II,  II I 

s  m.    '  

Story  1:    Sj[  did  not  print  a  correct  answer  in  trial  1  and 
printed  2  out  of  a  possible  3  correct  answers  in  trial  2. 
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story  2;    Si  did  not  print  a  correct  answer  in  trial  1  or 
trial  2. 

Story  3!    S;^  did  not  print  a  correct  answer  in  trial  1  and 
printed  1  correct  answer  in  trial  2. 

Story  4;    Sj^  did  not  print  a  correct  answer  in  trials  1  and  2. 

Story  5;    S^  did  not  print  a  correct  answer  in  trial  1  and 
printed  1  correct  answer  in  trial  2. 

Story  6;    Sj^  did  not  print  a  correct  answer  in  trials  1  and  2. 

Story  7;    S^  ditl  not  print  a  correct  answer  in  trial  1  and 
printed  1  correct  answer  in  trial  2. 

Story  8;    Sj  did  not  print  a  correct  answer  in  trials  1  and  2. 

Story  9;    S,  did  not  print  a  correct  answer  in  trial  1  and 
printed  i  correct  answer  in  trial  2. 

Story  10 1    Sj  did  not  print  a  correct  answer  in  trials  1  and  2. 

Baseline  Measures;    (After  criterion  levels  had  been  reached  in 
Phases  I.  lYr"ni  g  IV}.   — 

Story  1;    Sj  achieved  criterion  after  trial  4.    That  is.  Si  did 
not  require  instruction  on  Story  1. 

Story  2;    Sj  printed  2  correct  answers  in  trial  3  and  3  correct 
answers  in  trial  4. 

Story  3;    Si  printed  2  correct  answers  in  trial  3  and  3  correct 
answers  in  trial  4. 

Story  4;    Sj^  achjeved  criterion  after  trial  4.    That  is,  S^ 
did  not  require  instruction  on  Story  4, 

Teach  in)^; 

Story  2;    S^  achieved  criterion  after  trial  6.    That  is,  Si 
did  not  require  instruction  on  Story  2  except  for 
cons equation. 

Story  3;    Sj  achieved  criterion  after  trial  6.    That  is.  Si 
did  not  require  instruction  on  Story  3  except  for 
cons equation. 
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Baseline  Measures;    Prior  to  instruction  of  Phases  I,  II,  III  ft  IV. 

The  performance  of      on  Phase  V  is  not  graphically  depicted 
but  can  be  summarized  as  follows:        made  0  correct  responses 
to  stories  1-10  on  trials  1  ft  2 


Baseline  Measures;    After  criterion  levels  had  been  reached  in 
Phases  I,  II,  III  ft  iV. 

Story  l!    Sj2  printed  2  correct  answers  on  trial  3  and  printed 
1  correct  answer  on  trial  4. 

Story  2;    S;;  printed  2  correct  answers  on  trial  3  and  printed 
3  correct  responses  on  trial  4. 

Story  3;   §2  achieved  criterion  after  trials  3  ft  4.   That  is, 
S^  did  not  require  instruction  on  Story  3. 

Story  4;    S;^  achieved  criterion  after  trials  3  ft  4.   That  is, 
S^  did  not  require  instruction  of  Story  4. 

Teaching; 

Story  1;   £2  achieved  criterion  after  3  teaching  trials  (5-6-7). 

Story  2;    S^  achieved  criterion  after  2  trials  S  ft  6.    That  is, 
^  did  not  require  instruction  on  Story  2  except  for 
consequation. 

Ss 

Baseline  Measures;    Prior  to  instruction  on  Phases  I,  II,  III  ft  IV. 

The  performance  of  S3  in  Phase  V  is  not  graphically  depicted 
but  can  be  summarized  as  follows; 

Story  1;    S3  printed  0  correct  answers  on  trial  1  and  1 
correct  answer  on  trial  2. 

Story  2t    S3  printed  1  correct  answer  on  trial  1  and  printed 
0  correct  answers  on  trial  2. 

Story  3:    S3  printed  0  correct  answers  on  trials  1  ft  2. 

Story  4;    S3  printed  1  correct  answer  on  trial  1  and  printed 
0  correct  answers  on  trial  2. 

Story  S:    S3  printed  0  correct  answers  on  trials  1  ft  2. 
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story  6;        printed  0  correct  answers  on  tri  U  1  and 
printed  1  correct  answer  on  trial  2. 

Story  7;    S3  printed  i  correct  answer  on  both  trials  1  fi  2. 

Story  8;    S3  printed  1  correct  answer  on  trial  1  and  primed 
0  correct  answers  on  trial  2. 

Story  9;    S3  printed  1  correct  answer  on  both  trials  1  »i  2, 


Story  10;    S3  printed  1  correct  answer  on  both  trials  16  2. 

Baseline  Measures;    After  criterion  levels  had  been  reached  in 
Phases  I,  II.  HI  f.  IV". 

Story  1:    S3  printed  1  correct  answer  on  both  trials  3  fi  4. 

Story  2;    S3  printed  2  correct  answers  on  trial  3  and  printed 

0  correct  answers  on  trial  4. 

Story  3;    S3  printed  0  correct  answers  on  trial  3  and  printed 

1  correct  answer  on  trial  4, 

Story  4;    S3  printed  1  correct  answer  on  trial  3  and  printed 

2  correct  answers  on  trial  4. 

Story  5;    S3  achieved  criterion  after  trials  3  fi  4.    That  is, 
S3  did  nut  require  instruction  on  Story  3. 

Story  (>;    S3  achieved  criterion  after  trials  5  (i  4,    That  is, 
S3  did  not  require  instruction  on  Story  t, 

Teaciung: 

Story  1;  S3  achieved  criterion  after  3  teachinr,  trials  l5-(>-7) 

Story  2;  S3  achieved  criterion  after  3  teaching  trials  (5-0-"} 

Story  3;  S3  achieved  criterion  after  5  tcachinR  trials 

Story  4;    S3  achieved  criterion  after  trials  5  G  6.    That  is, 
S3  did  not  require  instruction  on  Storv  4  except  for 
cbnsequation. 


Baseline  Measures;    Prior  to  instruction  on  Phases  I,  II,  III  6  fV 


Tlje  performance  of  S4  in  Phase  V  is  not  p.raphically  depicted 
but  can  be  summarized  as  follows; 


stories  1*6;   S4  printet:      orrect  answer  in  each  trial  19  2. 


Story  7;    S^  printed  1  correct  answer  on  trial  1  and  printed 
0  correct  answers  on  trial  2. 

Story  8;   S4  printed  2  correct  answers  on  trial  I  and  printed 
0  correct  answers  on  trial  2. 

Story  9;    S4  printed  2  correct  answers  on  trial  1  and  printed 
0  correct  answers  on  trial  2. 

Story  10!    S4  printed  1  correct  answer  on  both  trials  1^2. 

Baseline  Measures;   After  criterion  levels  had  been  reached  in 
Phases  I,  II,  III  g  iT, 

Story  1;    S4  achieved  criterion  after  trials  3  §  4.   That  is, 
S4  did  not  require  instruction  on  Story  1. 

Story  2;    S4  achieved  criterion  after  trials  3  ^  4.   That  is, 
S4  did  not  require  instruction  on  Story  2. 

Story  3;   £4  printed  2  answers  correctly  on  both  trials  3 
§4.  " 

Teaching: 

Story  3;    S4  achieved  criterion  after  2  trials  5^6.    That  is, 
£4  did  not  require  instruction  on  Story  3  except  for 
cons equation. 


DISCUSSION 

The  results  as  presented  strongly  indicate  that  the  major  instructional 
objectives  were  realized.    That  is,  the  students  acquired  the  ability 
to  label  ninety  words;  to  label  those  words  as  they  occurred  in  ten 
stories;  to  answer  a  **who,**  a  "tdtat"  and  a  **where"  question  pertaining 
to  selected  stories  and  offered  a  reasonable  degree  of  confidmice  that 
they  would  be  able  to  read  and  answer  questions  pertaining  to  other 
stories  composed  from  the  same  words  without  the  direct  assistance  of 
a  teacher. 

The  whole  word  approach  has  several  distinct  advantages  when 
applied  to  teaching  reading  to  severely  handicapped  students  in  that 
reading  can  be  taught  concurrent  to  the  development  of  psycholinguistic 
skills;  articulation  requirements  of  whole  word  reading  skills  are  less 
demanding  than  many  phonetic  tasks;  oiany  phonetic  drills  are  not  based 
on  real  life- experiences  and  probably  have  little  meaning  to  severely 
handicapped  students;  and  it  has  been  demonstrated  that  complex  reading 
skills  can  be  taught  to  severely  handicapped  students  through  i^ole 
word  approaches. 


On  the  other  hand,  the  whole  word  approach  has  several  inherent 
disadvantages  in  that  it  does  not  teach  the  students  word  attack 
skills.    Thus,  if  students  with  only  whole  word  reading  skills  do 
not  know  the  label  of  a  word  they  must  secure  the  information  from 
soTiieone  who  does.    In  addition,  when  students  leave  a  school  program, 
they  must  have  been  taught  all  the  words  necessary  to  survive  in  the 
next  environment  or  they  will  require  continuous  reading  instruction 
on  now  words. 

Obviously,  a  sight  vocabulary  of  ninety  words  and  the  nidimentary 
story  forms  presented  here  do  not  represent  the  reading  skills 
necessary  for  survival  in  community  settings.    However,  there  are 
several,  at  least  logical  extensions  of  thio  program  that  should  be 
noted  which  might  contribute  to  the  realization  of  the  longitudinal 
goal  of  teaching  all  students  the  reading  skills  necessary  to  survive 
in  a  community  setting.    For  example,  new  words  can  be  added  to  the 
list  of  ninety  and  the  number  of  semantically  and  syntactically 
acceptable  story  combinations  would  be  oihanced  considerably.  The 
stories  could  be  embellished  with  adjective,  personal  pronouns, 
prepositional  phrases,  etc.    The  stories  could  be  made  more  inferential. 
More  sophisticated  content  attack  skills  could  be  developed.  The 
students  could  be  taught  to  answer  "why"  and  "how"  questions.  They 
could  be  asked  to  answer  questions  immediately  and  aftex  increasing 
delays  without  the  stories  present.    They  could  be  required  to  write 
information  provided  verbally  and  then  auked  about  the  information. 

Finally,  the  reader  should  bo  made  aware  of  several  caution  .tric. 
limitations.    First,  the  initial  pool  of  90  words  was  probabI>  too 
large  in  that  an  unusual  amount  of  instructional  time  was  required  in 
order  to  guarantee  that  the  students  could  label  each  of  the  ninety 
words.    Perhaps  a  smaller  initial  word  pool  would  have  more  efficiently 
served  the  objective.    Second,  the  students  possessed  the  language 
skills  necessary  to  understand  and  verbally  report  answers  to  who. 
what  and  where  questions  both  from  verbal  anJ  printed  cues  prior  to 
the  instruction  of  this  program.    Others  interested  in  implementing  a 
modification  of  this  program  should  probably  verify  the  existence  of 
at  least  these  language  skills.    Finally,  these  students  had  demonstrated 
reading  skills  ranging  from  the  first  pre-primer  through  the  first 
grade  levels.    Surely  these  prerequisites  facilitated  the  realization 
of  the  program  objectives. 
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Aprr.Nuix  A- 1 

PilflSC  I 

Ixanple  Data  Sheet 
Vocabul  ary  Libel  inf. 


Teachitif'.  Set:  III 
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APPENDIX  A-2 
Phase  XI 
Example  Data  Sheet 


Date: 
S: 


Total  Correct:  10/10 
Group:  IV  


bears 


ache 


stomach 


doctor 


Paul 


home 


kite 


red 


Jeff 


zoo 
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A!Mn;NI)IX  A-3 
Phase  III 
lixnmple  Data  Sheet 
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storv 


1  date 


trial  baseline 


Terry  is  a  boy. 

lie  is  <!oin?^  to  Scott •s  birthday  party. 
He  is  brin^inj:  Scott  a  red  kite. 


^  incorrect 
nane  Si 


0 


storv     2  date 


trial  baseline 


Vicki  wants  candy. 

Vicki  jToes  to  the  store. 

Vicki  buys  a  chocolate  candy  bar. 

^*  incorrect  0 


nanc 


storv     .1  date 


trial  baseline 


Jeff  likes  aninals. 

Ife  is  <\oU\v,  to  the  zoo. 

iic  will  feed  the  bi^  black  bears. 

incorrect  0 
S, 


name 


storv     4  date 


trial  baseline 


Scott  falls  down  on  the  sidewalk. 

liQ  hurts  his  leg. 

His  nothcr  takes  bin  to  the 

wioc tor's  office. 
•   incorrect  1 


aano 


LL 


raorv 


date 


storv     6  date 


trial  baselipo 


Kristin  is  hunrry. 

She  ROCS  to  a  restaurant. 

She  eats  a  bijr  hamburpcr 

incorrect  0 
name  Si 


storv     7  date 


trial  baseline 


Jeff  is  lost. 

i!o  tells  a  policeman  his  nnne  and 

address . 
The  policenan  takes  Jeff  horjc. 
a  incorrect  1 
name  S]  


story    8  date 


tripl  baseline 


Bob  is  in  the  car. 

He  is  poinR  to  the  circus. 

He  will  see  a  hip  tif[cr. 


incorrect 
nane  Si 


0 


storv    \)  date 


trial  basolii.r 


Jolm  has  some  money. 

He  i^oes  to  the  candy  stor«. 

He  buys  Imttered  j>oj:corn 

^  incorrect  0 
nanc  Si 


trial  baseline        storv    10  date 


trial  '  asrlir*' 


Terry  is  hot. 

He  wants  to  f.o  to  the  lake, 
lie  will  ia:va  in  t!ici  lake. 

^  incorrect  0 
nane  S| 


Paul  is  sick. 

Paul  has  a  stomach  ache. 

Paul  is  ypiii\\  to  the  iloctor. 

*  incorrect  r 
>^1 
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APPENDIX  A-4 
Phase  IV 


Example  Data  Sheet 


story    1    date           trial  baseline 

story   6   date          trial  baseline 

1.  V/ho  is  the  boy? 

2.  V/};erc  is  he  f.oinn? 

3.  IVIiat  will  he  brinn? 

*  incorrect  0 
name  S3 

1,  \1\\o  is  hungry? 

2,  iVhere  did  she  go? 

3,  Ylhat  did  she  eat? 

#  incorrect  0 
name  S3 

story    2   date           trial  baseline 

story   7   date          trial  baseline 

1,  Who  wants  candy? 

2,  Where  does  Vicki  go? 

3,  What  does  she  buy? 

incorrect  0 
name  S^ 

1.  Wlio  is  lost? 

2.  Wliere  does  the  policeman  take  Jeff? 

3.  \ihat  does  .Teff  tell  the  policeman? 

#  incorrect  1 
name  &•* 

story    3   date           trial  baseline 

storv   8   date          trial  baseline 

1.  V/ho  likes  animals? 

2.  Wliere  is  he  going? 

3.  What  will  he  feed? 

*»  incorrect  0 
name 

1.  Who  is  in  the  car? 

2.  VJlxcre  is  he  going? 

3.  \ihat  will  he  see? 

#  incorrect  0 
name  S3 

story    4    date           trial  baseline 

story   9   date           trial  baseline 

1,  \'lho  falls  down? 

2,  IVhere  does  he  go? 

3,  Wiat  does  he  hurt? 

incorrect  1 
name  S3 

1,  Who  has  money? 

2,  Where  does  he  go? 

3,  IVhat  does  he  buy? 

1*  mcorrecb  u 
njine  S^ 

storv    5   date           trial  baseline 

story    10  date           trial  baseline 

1.  Wio  is  hot? 

2.  Where  does  .he  want  to  go? 

3.  Wiat  will  lie  do  at  the  lake? 

*  incorrect  0 
name  S3 

1,  V/ho  is  sick? 

2,  Where  is  Paul  going? 

3,  V/liat  does  Paul  have? 

#  incorrect  0 
name  S3 

Apri:m)ix  a-s 

Phase  V 
f'.xanrle  Data  Sljuet 


Ue.'ul  story  -  write  answer  to  questions 


nane    story    trials    date 


U'ho 

+ 

What 

+ 

V.'hcrc 

Total 

*• 

1 

3 

nane    story    trials    date 


Wio 

V/luit 

Vilierc 

Tota  1 

nane    story   trials    v^atc 


Who 

What 

IVIicrc 

Total 

 1 
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I.  Introduction 


Educational  objectives  for  severely-handicapped  students  should 
encompass  skills  which  will  facilitate  their  functioning  independently 
in  a  community  setting.    Time-telling,  money,  counting,  addition, 
suDtraction,  measuring  and  the  use  of  a  calendar  are  math  skills 
that  are  vital  components  of  independent  community  functioning.  This 
paper  will  attempt  to  communicate  the  current  thinking  of  several 
classroom  teachers  of  severely  handicapped  students  regarding  the 
components  of  a  math  skill  sequence  from  zero  to  rudimentary  addition. 
The  sequence  should  not  be  viewed  as  a  recipe  or  a  prescription,  but 
rather  as  an  illustration.    We  are  proposing  a  math  sequence  with 
a  sampling  of  activities  that  teachers  may  use  to  augment  their 
daily  planning.    The  sequence  is  in  a  continuous  process  of  refinement 
and  revision  based  upon  the  students'  performance  within  it. 

Many  young  severely  handicapped  students  have  extremely  limited 
receptive  and  especially  verbal  expressive  language  repertoires.  In 
our  judgment,  developmental  math  sequences  t^ich  are  not  dependent 
upon  verbal  expressive  language  are  in  dire  need  of  delineation,  and 
this  delineation  must  involve  articulating  task  analyses  of  math 
skills  that  could  be  adapted  to  nonverbal  and  verbal  students. 

Task  analysis  essentially  involves  breaking  tasks  into  component 
parts  and  sequencing  the  components  from  easy  to  hard  (e.g.,  simple 
to  complex).    Through  a  task  the  student  may  learn  concepts  and 
operations.    That  is,  in  teaching  a  task  the  student  may  learn  to 
discriminate  one  ball  from  non-balls  or  to  dif criminate  balls  (the 
concept  balls)  from  non-balls.    Operations  are  concepts  which  are 
general  response  classes  or  general  procedures  (e.g.,  touching, 
placing,  labeling)  the  student  may  use  to  demonstrate  knowledge  of 
other  concepts.    For  example,  in  the  math  sequence,  one-to-one 
correspondence  is  taught  as  a  concept  which  the  student  later  uses 
as  an  operation  to  solve  equality  problems. 

A  student  has  to  use  an  operation  to  demonstrate  knowledge  of 
it.    Most  task  analyses  require  students  to  use  verbal  operations 
(e.g.,  labeling)  and  are  therefore  inappropriate  for  nonverbal 
students.    Verbal  operations  are  the  most  universally  useful  and  in 
many  cases  the  most  efficient  operations  students  can  use.  Thus, 
students  should  be  taught  and  required  to  use  verbal  operations  as 
early  as  possible.    However,  a  student's  inability  to  use  verbal 
operations  should  not  exclude  him  from  learning  skills.  He/She 
could  utilize  nonverbal  operations  such  as  pointing  and  signing. 

What  is  delineated  here  is  a  sequence  of  math  skills  up  to 
rudimentary  addition  which  may  be  adapted  to  either  verbal  or 
nonverbal  students.    Both  nonverbal  and  verbal  operations  which 
the  student  can  use  to  demonstrate  knowledge  of  the  tasks  are 
delineated.    Initially,  nonverbal  students  are  required  to  use  nonverbal 
operations;  when  they  learn  verbal  operations,  they  are  required  to 
use  them. 


Many  components  of  the  sequence  delineated  have  been  taught 
to  severely  handicapped  students.   However,  no  severely  handicapped 
student  has  been  taught  the  entire  sequence  of  skills.    7hus«  although 
the  efficacy  of  individual  steps  has  been  empirically  verified,  the 
entire  sequence  has  not. 


II.  Rationale 

The  underlying  rationale  for  the  sequence  evolved  from  the 
notion  that  there  are  basic  concepts  and  operations  which  may  be 
utilized  in  the  solution  of  most  math  problems.    In  the  sequence 
articulated  here  the  underlying  concepts  encompass  sets,  counting 
and  equality. 

The  first  step  in  the  sequence  (See  the  Scope  and  Sequence 

Chart)  involves  teaching  students  to  sort  objects  into  sets,  i.e., 

place  objects  that  vary  along  at  least  one  dimension  into  separate 

units  of  space  (e.g.,  OO  A  ^    A       O   ),    Next,  students  are 

AOA^AAOO 

taught  to  match  the  members  of  sets  (one-to-one  correspondence) 

O        A  O  A  O  A 

(e.g.,  O    O     A  ->  o    O— A  O   A    ).2   when  students 

O        A  O  A       O  O  A 

demonstrate  that  they  can  use  the  operation  of  one-to-one  correspondence 
to  match  sets  on  the  basis  of  quantity,  they  are  taught  equality.  That 
is,  students  are  taught  to  utilize  the  operation  of  one-to-one 
correspondence  to  determine  if  s^  are  equal  and  to  demarkate  equal 
sets  by  an  equals  sign  (e-g-.  g|  g-^gp-^QSQl ). 

Subsequent  to  equality  the  students  are  taught  addition.  Addition 
as  conceptualized  in  this  program  involves  the  student  joining  two 
sets  of  objects  to  form  a  new  set  (e.g.,  a  set  of  balls  and/plus  a 
set  of  triangles  is/equals  a  set  of  balls  and  triangles  or  00'*'AAs 
OOAA).    Addition  also  entails  the  student's  using  the  operation  of 
one-to-one  correspondence  and/or  rational  counting  to  determine  if 
the  sets  on  both  sides  of  the  equals  sign  contain  the  same  quantity 

(e.g.,  qo^^^^^^^). 

Concurrent  to  teaching  the  concepts  of  sets,  one-to-one 
correspondence,  equality  and  rudimentary  addition,  the  concepts  of 
one-many  and  more/ less  are  taught. 

Up  to  this  point  sequence  delineates  both  nonverbal  and  verbal 
operations  such  that  no  verbal  expressive  language  (e.g.,  rational 
counting)  or  numeral  labeling  skills  are  required  of  nonverbal  students 
to  demonstrate  understanding  of  equality,  addition  and  more/less 


2  The  lines  indicate  the  student's  performance  of  the  one-to-one 
correspondence  operation. 
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problems.    Verbal  students  with  the  skills  of  rational  counting  and 
numeral  recognition  are  required  to  utilize  rational  counting 
operations  to  solve  problems  and  to  solve  problons  posed  in  terms  of 
numerals  as  well  as  objects.    Students  who  do  not  have  the  requisite 
skills  of. rational  counting  anJ.  numeral  recognition  (i.e.,  matching 
numerals  to  quantities  and  matching  quantities  to  numerals)  are 
taught  these  skills  concurrently  with  the  teaching  of  one-to-one 
correspondence,  one-many,  etc.    Once  mastered,  the  students  are 
required  to  utilize  these  skills  to  solve  equality,  addition  and 
more/ less  problems. 

The  major  purpose  of  this  report  is  to  articulate  a  tentative 
but  useable  math  skill  sequence  for  severely  handicapped  students. 
These  skills  are  outlined  in  the  Scope  and  Sequence  Chart  and 
Behavioral  Objectives  section  of  the  paper.    After  delineating  the 
behavioral  objectives,  basic  teaching  procedures  we  have  found  to 
be  relatively  successful  with  severely  handicapped  students  are 
articulated  and  their  adaption  to  behavioral  objectives  illustrated. 
With  the  realization  that  it  is  not  possible  to  adapt  a  rigidly 
defined  curriculum  across  diverse  classrooms  and  students,  it  was 
not  our  purpose  to  provide  a  fully  articulated  math  program  for 
severely  handicapped  individuals,  but  to  articulate  basic  components, 
sequences,  procedures  and  activities  which  may  be  adapted  to 
specified  students  and  classroom  situations. 


III.    Scope  and  Sequence 

Hach  program  (e.g.,  sets,  one« to-one  correspondence)  was  composed 
of  several  objectives.    The  chart  indicates  that,  for  example. 
Objective  1  of  one-to-one  correspondence  should  not  be  taught  until 
the  student  has  mastered  Objective  2  of  sets.    (See  Scope  and  Sequence 
Chart  on  following  page) 


IV.    Behavioral  Objectives 

Note;    IVhile  specific  materials  are  suggested  for  use  with  each 
objective,  the  student  should  demonstrate  knowledge  of  the  concept 
or  ability  to  use  an  operation  across  a  wide  range  of  materials. 
Materials  should  be  chosen  on  the  basis  of  their  functional  use, 
accessability  in  the  natural  environment,  ease  of  discrimination, 
and  reinforcement  value  to  the  individual  student.    Across  all  skill 
areas  (except-  "sets")  only  use  materials  that  the  student  has 
demonstrated  he  can  discriminate  (such  as  in  Objective  2  of  the  Sets 
program) .    For  example,  the  student  should  be  able  to  discriminate 
the  objects  }ie  is  to  match  in  one-to-one  correspondmce  before  they 
are  used  in  the  one-tc-one  correspondence  program.    An  "X"  next  to 
an  objective  indicates  that  it  has  not  yet  been  taught.  These 
objectives  are  logical  extensions  of  the  sequence  but  their  efficacy 
for  severely  handicapped  students  needs  verification. 
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Scope  and  Sequence  Chart 


A.  Prerequisites 

1.  Motor  Imitation 

2.  Verbal  Imitation 

B.  Sets 

C.  One- to-One  Correspondence 

D.  Equality 

E.  One-Many 

F.  More  and  Less 

1.  More 

2.  Less 

3.  More/Less 

G.  Counting 

1 .  Rational 

2.  Rote 

3.  Numeral  Recognition 

4.  Matching  Numerals  to 

Quantities 

5.  Matching  Quantities 

to  Numerals 

6.  Ordering  Quantities 

7.  Ordering  Numerals 

li.  Addition 

1.  Objects 

2.  Numerals  and  Objects 

3.  Numerals  and  Lines 

4.  Numerals 

5.  Fingers 

6.  Facts 


Oh 


ves 


8 


9 


4 


1 
1 


1 
2 


1 
3 


3 
5 
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Prerequisites 


1.  Motor  Imitation 

Behavioral  Objective  1;  Given  the  cue,  "Do  this,"  and  a 
selected  motoric  gesture,  the  student  should  imitate  the 
gesture. 

Subobjective:    The  student  should  imitate  at  least  the 
following  motoric  gestures:    a)  touching  an  object;  and 
b)  moving  or  manipulating  selected  objects. 

2.  Verbal  Imitation 

Behavioral  Objective  1;    The  student  should  be  able  to 
imitate  (make  gross  approximations  of)  isolated  sounds  or 
whole  words. 


Behavioral  Prerequisites;    ^fotor  imitation. 

Behavioral  Objective  1:    Given  a  group  of  objects  whose 
mmibers  differ  along  at  least  one  dimension  (e.g.,  red  blocks 
and  red  bears)  with  one  member  of  each  set  separated  out 
to  serve  as  a  match  cue,  the  student  should  sort  the  objects 
into  separate  sets  when  T  points  and  says,  **Make  a  set  of 
(blocks)  and  a  set  of  (bears),  put  the  (blocks)  here  and 
the  (bears)  here. 


Cues  O 

Instructional  Sequence;  The  student  should  be  able  to 
sort  into  separate  sets  at  least; 

a.  groups  of  objects  of  like  color 

b.  groups  of  objects  of  different  colors 

Materials;    Blocks,  bears,  etc. 

Verbal  Operation;    The  same  procedure  as  in  Objective  1 
is  folic wed.    After  the  student  correctly  sorts  the 
objects    he  teacher  points  and  says,  "This  is  a  set  of 
(blocks/bears) .    What  is  this  set?"  and  the  student 
should  label  the  set  (e.g.,  "blocks"  or  "bears"). 


Sets 


Match  A 


Group  to  be 
sorted 


Behavioral  Ob j ective  2 ;    Given  a  group  of  objects  whose 
members  differ  along  at  least  one  dimension,  the  student 
should  sort  the  objects  into  separate  sets  when  the  teacher 


points  and  says,  "Make  a  set  of  (blocks)  and  a  set  of 
(bears) .    Put  the  (blocks)  here  and  the  (bears)  here.*' 


Instructional  Sequence;   The  student  should  be  able  to 
sort  into  separate  sets: 

a.  objects 

b.  flannel  items 

Materials;    Blocks,  bears,  etc.  and  flannel  items. 

Verbal  Operation:    The  same  procedure  as  in  Objective  2 
is  ifol lowed.   After  the  student  correctly  sorts  the 
objects  the  teacher  points  and  says,  *1ilh&t  is  this 
set?"  and  the  student  should  label  the  set  (e.g.,  "blocks" 
or  "bears"). 

Behavioral  Ob^j active  3;   Given  three  sets  (e.g..  Set  1, 
blocks;  Set  2,  bears;  Set  3,  pennies)  of  objects  composed 
of  from  1  to  5  monbers,  and  when  the  teacher  touches  one 
set  of  objects  and  says,  "This  is  a  set  of  (blocks/bears/ 
pennies).   Touch  the  set  of  (blocks/bears/pennies),"  the 
stuaent  should  touch  the  correct  set. 

Instructional  Sequence;   The  student  should  touch  the 
correct  set  when  presented ; 

a.  Two  unlike  sets  with  one  object  in  each  set 

b.  Three  unlike  sets  with  one  object  in  each  set 

c.  Three  unlike  sets  with  two  like  objects  in 
each  set 

d.  Three  unlike  sets  with  one  or  two  like  objects 
in  each  set 

e.  The  sequence  is  continued  until  the  student 
doBonstrates  th.at  he/she  can  discriminate  unlike 
sets  containing  from  one  to  five  like  members. 

Verbal  Operation;    Wlien  the  teacher  presents  three  sets 
of  objects,  points  to  one  set  and  says,  **This  Is  a  set 
of  (blocks),  what  is  this  set?"  the  student  should  label 
the  set. 

Behavioral  Objective  4;    When  the  teacher  places  two,  two 
member  sets  with  like  memberf  in  front  of  the  student  (e.g.. 
Set  1,  blocks;  Set  2,  pennies)  and  says,  'Touch  the  set  of 
(blocks),"  the  student  shoulld  touch  the  correct  sty. 

Verbal  Operation;    The  same  procedure  is  followed  as  in 
Objective  4.   A?ter  the  student  touches  the  correct  set 
the  teacher  points  and  says,  "What  is  this  set?"  and  the 
student  should  label  the  set  (e.g.,  "blocks''  or  "cups"). 


Behavioral  Objective  5;    When  the  teacher  places  two,  two 
nemoer  sets  witn  uniixe  members  in  front  of  the  student 
(e.g..  Set  1,  block  and  cup;  Set  2,  penny  and  pencil),  holds 
up  a  set  identical  to  one  presented  to  the  student  (e.g., 
block  and  cup)  and  says,  "Touch  the  set  of  (block  and  cup)." 
student  should  touch  the  correct  set. 

Verbal  Operation;    The  same  procedure  is  followed  as  in 
Objective  5.   STter  the  student  touches  the  correct  set 
the  teacher  says,  "Tl»is  is  a  set  of  (block  and  cup). 
What  is  this  set?"  and  the  student  should  label  tne  set. 

Behavioral  Objective  6 r    When  the  teacher  places  three,  two 
member  sets  with  unlike  members  in  front  of  the  student 
(e.g..  Set  1,  block  and  cup;  Set  2,  penny  and  pencil; 
Set  3,  bear  and  cup)  and  says,  "Touch  the  set  of  (block  and 
cup),"  the  student  should  touch  the  correct  set. 

Instructional  Sequence:    The  student  should  touch  sets 
with  unlike  members  when  presented  with: 

a.  two,  two  member  sets  with  unlike  members 

b.  three,  two  member  sets  with  unlike  members 

Verbal  Operation:    The  same  procedure  is  followed  as  in 
objective  6  after  the  student  touches  the  correct  set 
the  teacher  says,  "What  is  this  set?"  and  the  student 
should  label  each  member  of  the  set  (e.g.,  "block  and 
cup") . 

Behavioral  Objective  7:    Given  a  group  of  two  to  four  unlike 
Objects  (e.g.,  block,  penny,  pencil,  cup)  and  when  the 
teacher  models  making  a  two  member  set  (e.g.,  block,  cup) 
and  says,  'This  is  a  set  of  (block  and  cup) .    Make  a  set 
of  (block  and  cup),"  the  student  should  make  the  coi*rect  set. 

Verbal  Operation:    The  same  procedure  is  followed  as  in 
Objective  7.    Sfter  the  student  makes  the  set  the  teacher 
points  and  says,  "This  is  jl  set  of  (block  and  cup) . 
What  is  this  set?"  and  the  student  should  label  each 
member  of  the  set  (e.g.,  "block  and  cup"). 

Behavioral  Objective  8:    Given  a  group  of  four  unlike  objects 
(e.g.,  block,  penny,  pencil,  cup)  and  when  the  teacher  says, 
"^iake  a  set  of  (block  and  cup),       the  student  should  make 
the  correct  set. 

Instructional  Sequence:    The  student  should  be  able  to 
make  a  two  member  set  given: 

a.  a  group  of  two  unlike  objects 

b.  a  group  of  three  unlike  objects 

c.  a  group  of  four  unlike  objects 


Verbal  Operation:    The  sane  procedure  as  in  Objective  8 
is  loi lowed.   Alter  the  student  makes  the  correct  set, 
the  teacher  points  and  says,  **What  is  this  set?**  and  the 
student  should  label  each  menber  of  the  set. 

Behavioral  Objective  9:   Given  a  group  of  objects  (3  to  6) 
which  can  be  made  into  three  separate  sets  on  the  basis  of 
color,  size  or  shape  and  when  the  teacher  says,  *'Sort  the 
objects  into  sets  by  (color/size/ shape) .  make  sets  of 
different  (color/size/ shape)"  the  student  should  sort  the 
objects  into  sets  along  tne  dimension  of  color,  size  or 
shape. 

Instructional  Sequence:    The  student  should  be  able  to 
sort  objects  into  sets  when: 

a.  given  three  objects  differing  along  at  least  one 
dimension 

b.  given  six  objects  of  like  shape  and  size  which  can 
be  sorted  into  three  equal  sets  by  color  (cue  - 
sort  by  color,  make  sets  of  different  colors) 

c.  givm  six  objects  of  like  color  and  shape  which 
can  be  sorted  into  three  equal  sets  by  size  (cue  - 
sort  by  size,  make  sets  of  different  sizes) 

d.  given  six  objects  of  like  color  and  size  wnich  can 
be  sorted  into  three  equal  sets  by  shape  (cue  -  sort 
by  shape,  make  sets  of  different  shapes) 

e.  given  six  objects  all  the  same  shape  which  may  be 
sorted  into  three  equal  sets  by  color  or  size  (cue  - 
sort  by  [color/ size],  make  sets  of  different 
[colors/sizes j) 

f.  given  six  objects  all  the  same  color  which  may  be 
sorted  into  three  equal  sets  by  shape  or  size  (cue  - 
sort  by  [shape/size] ,  make  sets  of  different 
[shapes/ sizes]) 

g.  given  six  objects  which  may  be  sorted  into  three 
equal  sets  by  shape,  size  or  color  (cue  -  sort  by 
[color/shape/size] ,  make  sets  of  different  [colors/ 
shapes/ sizesj) 

Verbal  Operation:    The  same  procedure  as  stated  in 
Objective  9  is  followed.   After  the  student  correctly 
responds,  the  teacher  asks,  **How  did  you  sort?**  and  the 
student  should  name  the  appropriate  dimension  (i.e.,  color, 
size,  or  shape). 

0ne»tO"0ne  Correspondence 

Behavioral  Prerequisite:    Motor  imitation;  B.  Sets  (Objective  2). 


Behavioral  Objective  1;  The  teacher  places  a  set  of  objects 
(e.g.,  cups)  on  the  table  in  a  vertical  array  and  places 


another  set  of  objects  (e.g.,  straws)  less  than  or  equal  in 
number  to  the  first  set  in  front  of  the  student.    When  the 
teacher  says,  "Give  each  (cup)  one/a  (straw),*'  the  student 
should  assign  objects  on  a  basis  of  one-to-one  correspondence 
between  sets.    If  there  was  one  (straw)  for  each  (cup)  the 
teacher  says,  "There  are  enough."'  If  there  was  not  a 
(straw)  for  each  (cup) ,  the  teacher  says,  "not  enough," 
and  waits  for  the  student  to  ask  or  gesture  for  more  (straws). 
When  the  student  has  given  each  (cup)  a  (straw) ,  the 
teacher  says,  "There  are  enough." 

Introductory  Activity  -  Procedure;    Students  are  seated 
around  a  table  for  ''^ilk  and  cookie  break"  and  a  student 
is  to  give  1  cup  or  1  napkin  to  each  of  the  other  7  and 
put  one  in  his  own  place. 

a.  The  teacher  hands  1  cup  or  1  napkin  to  a  student 
and  says,  "Give  one/a  cup  to  Ed,"  "Give  one/a  cup 

to  Mary,"  etc.  or  "Give  one/a  napkin  to  Laura,"  etc. 

b.  The  teacher  gives  8  cups  or  8  napkins  to  a  student 
and  says,  "Give  one/a  cup  to  everyone"  or  *'Give 
one/a  napkin   to  everyone."    (Correction  procedure: 
If  the  student  has  "left  overs"  or  gives  "too 
many"  to  one  student,  the  teacher  says,  "Look, 
does  everyone  have  one/a  cup  and  napkin?"  or  "Look, 
Ed  does  not  have  one/a  cup  or  napkin,"  etc.) 

c.  The  teacher  gives  a  student  more  than  8  cups  and  8 
napkins  and  says,  "Give  one/a  cup  to  everyone," 
or  "Give  one/a  napkin  to  everyone." 

Instructional  Sequence;    The  student  should  be  able  to 
estaoiisn  one-to-one  correspondence  between; 

a.  Sets  of  objects  which  have  a  functional  relationship 
(e.g.,  cups  and  straws)  when  the  sets  are  equal  in 
number  (enough). 

b.  Sets  of  objects  which  have  a  functional  relationship 
when  the  student's  set  does  not  have  enough 
objects.    Throughout  the  remaining  objectives  the 
student  having  enough  or  not  enough  objects  should 
be  randomly  varied. 

c.  Sets  of  flannel  items  or  pictures  which  have  a 
functional  relationship  (e.g.,  shirts  and  pants). 

d.  Like  sets  of  objects  (e.g.,  blocks  and  blocks). 

e.  Unlike  sets  of  objects  which  have  no  functional 
relationship  (e.g.,  blocks  and  bears). 

f.  Like  sets  of  flannel  items,  or  pictures  (e.g., 
squares  and  squares). 

g.  Unlike  sets  of  pictures  or  flannel  items  which 
have  no  functional  relationship  (e.g.,  shirts  and 
chairs) . 


Materials;  Cups,  saucers,  straws,  napkins,  pants, 
shirts,  etc. 


Verbal  Operation i   The  teacher  presents  a  set  of  objects, 
pictures  or  xiannel  itens  (e.g.,  cups)  in  a  vertical 
array  and  presents  another  set  of  objects  (e.g.,  straws) 
less  than  or  equal  to  the  first  set  to  the  student.  When 
the  teacher  says,  "Give  each  (cup)  one/a  (straw)."  the 
student  should  assign  objects  Tstraws)  on  a  basis  of 
one-to-one  correspondence  between  sets  and  when  the 
teacher  then  asks,  "Were  there  enough  (straws)  or  not 
enough  (straws)?"  the  student  should  say,  *^Enough,^r 
"Not  enough."   If  "not  enough"  was  the  correct  response, 
the  teacher  gives  tKTstudent  more  (straws)  and  when  the 
student  has  given  each  (cup)  a  (straw),  the  T  again  asks, 
"Were  there  enough  (strawsTor  not  enough  (straws)"  the 
student  shouid  tnen  say,  "EnougE?'' 

Behavioral  Objective  2i    The  teacher  places  one  to  ten 
flannel  items  in  a  selected  array,  gives  the  student  a 
set  of  1  to  10  flannel  items,  enough  or  not  enough,  to 
natch  each  object  in  the  teacher's  set  in  a  one-to-one 
correspondence  and  says,  "Put  a  circle  next  to  each 
pear"  or  "Give  each  tree  one/a  bird,"  etc.   The  student 
should  match  the  objects  in  the  sets  in  one-to-one 
correspondence.    If  there  is  one  (circle)  for  each  (pear) . 
the  teacher  says,  "There  are  enougjTTcIrcl es) . "    If  tHere 
is  not  enough,  the  teacher  says,  "Not  enough  (circles)" 
and  waits  for  the  student  to  ask  or  gesture  for  more 
objects.   When  the  student  has  matched  the  sets  by  one- 
to-one  correspondence,  the  teacher  says,  "There  are  enough 
(circles)"   

Instructional  Sequence t 3   The  student  should  be  able  to 
match  sets  according  to  quantity  utilizing  the  operation 
of  one-to-one  correspondence  when  the  sets  are  presented 
in: 

a.  Vertical  arrays 

b.  Horizontal  arrays 

c.  Domino  configurations 

d.  Random  arrays 

Suggested  Activity;    The  students  should  be  taught  to 
establish  a  one-to-one  correspondence  between  sets 
presented  on  a  chalkboard  by  drawing  lines  between 
their  members. 


The  sequence  described  here  is  only  suggested.    It  may  be  that 
"domino"  configurations  are  not  appropriate  for  one-to-one 
correspondence. 
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Materials;    At  least  ten  sets  of  one  to  ten  flannel 
items  and  a  flannel  board. 

Verbal  Operation?    The  same  as  described  under  Verbal 
Operation  Objective  1. 

Behavioral  Objective  3;    Given  a  worksheet  with  two  sets  of 
one  to  ten  items  the  student  should  be  able  to  connect  the 
members  of  the  sets  in  one-to-one  correspondence  by  drawing 
lines. 


D,  Equality 

Behavioral  Prerequisites:  E.  One-Many;  C.  One-to-One  Correspondence 
(Objective  1);  and/or  G.  Counting  (Rational,  Objective  2). 

Behavioral  Ob j^ective  1;    Given  a  sheet  of  paper  divided  into 
teacher's  half  and  student's  half  and  when  the  teacher 
places  a  selected  number  of  items  (from  2  to  10)  on  her 
half,  fewer  items  on  the  student's  half  (but  not  zero)  and 
says,  "Make  your  side  equal  to  my  side,"  the  student  should 
utilize  the  operation  of  one-to-one  correspondence  to  make 
the  sides  equal  (i.e.,  the  student  should  match  the  members 
of  the  sets  in  one-to-one  correspondence  until  tliere  are  no 
unmatched  members).    The  teacher  may  point  to  the  student's 
side  and  say  "Not  enough"  as  an  additional  cue. 


Teacher 

0 
0 
0 
0 


Student 


0 
0 


0 
0  0 


Teacher 

0 
0 
0 
0 


Student 

-  0 
 0 

--  0 

-  0  0 


Instructional  Sequence;    Tlie  student  should  make  equal 
sets  of; 

a.  functionally  related  objects  when  the  teacher's 
set  contains  one  object. 

b.  functionally  related  objects  when  the  teacher's 
set  contains  two  objects. 

c.  continue  with  functionally  related  objects  in 
steps  of  one  until  the  teacher's  set  contains 
up  to  ten  objects. 

d.  like  objects  when  the  teacher's  set  contains 
from  one  to  ten  objects. 

e.  flannel  items  when  the  teacher's  set  contains 
from  one  to  ten  flannel  items. 

Verbal  Operation:    Students  with  verbal  skills  should  be 
taught  rational  counting  and  be  required  to  solve  equality 
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problems  by  counting  the  number  of  objects  on  the 
teacher's  half,  then  counting  out  and  placing  the  same 
number  of  objects  on  their  half.    When  the  teacher  asks« 
"Are  there  enough?"  or  "Are  the  sets  equal?",  the 
students  should  check  their  answer  by  using  the 
operation  of  one-to-one  correspondence  to  insure  that 
each  member  of  the  teacher's  set  is  matched  to  a  member 
of  their  set  and  then  say,  "enough**  or  **equal.**  Verbal 
students  without  rational  counting  skills  would  not  be 
required  to  count  but  only  to  say  "equal**  or  **enough** 
after  matching  the  members  of  the  sets  in  one-to-one 
correspondence. 

Behavioral  Objective  2;    Given  a  sheet  of  paper  divided  into 
teacher's  half  and  student *s  half,  and  when  the  teacher 
places  a  selected  number  of  items  (from  1  to  10)  on  her  half 
and  says,  *'Make  your  side  equal  to  my  side,"  the  student 
should  use  the  operation  of  one-to-one  correspondence  to 
make  his/her  half  equal  (i.e.,  the  student  should  match 
members  of  his/her  set  with  the  teachei'*s  until  there  are 
no  unmatched  members). 


Teacher 

0 
0 


Student 


Teacher 


0 
0 


Student 


0 
0 


0 

0  0 


Instructional  Sequence;    The  student  should  be  able  to 
make  a  set  equal  to  the  teacher *s  when: 
a.   The  teacher *s  set  has  1  object. 

The  teacher *s  set  has  2  objects  presented  in  a 
vertical  array. 

The  teacher *s  set  has  3  objects  presented  in  a 
vertical  array. 

The  teacher *s  set  has  3  objects  presented  in  a 
triangular  array. 

The  teacher *s  set  has  2  objects  presented  in  a 
horizontal  array. 

The  teacher's  set  has  3  objects  presented  in  a 
horizontal  array. 

This  sequence  is  extended  until  the  student  is 
able  to  equate  sets  of  1  to  10  objects  or 
flannel  items. 


b. 
c. 
d. 
e. 
f. 
8< 


Materials;    Paper,  chips,  blocks,  flannel  items,  etc. 


Verbal  Operation;  The  same  as  delineated  under  Verbal 
Operation  Objective  1. 


Behavioral  Objective  3;    Given  a  sheet  of  paper  divided  into 
teacher's  half  and  student's  half,  and  when  the  teacher 
places  a  selected  number  of  items  (from  1  to  10}  on  her 
half  and  says,  "Niake  your  side  equal  to  my  side,"  the 
student  should  use  the  operation  ot  one-to-one  cofresponaexvcc 
(See  Objective  2}  to  make  his  half  equal  and  then  place  an 
equals  sign  between  the  two  sets.  ^ 

Teacher        Student  Teacher  Student 

^     ft        13  ®  13 

Instructional  Sequence;    The  student  should  be  able  to 
make  his  half  equal  and  place  an  equals  sign  when  the 
items  are  arranged  in: 

a.  Vertical  arrays 

b.  itorizontal  arrays 

c.  "Domino"  configurations^^ 

d.  Arrays  on  cards  (lH;/ «  1X2)  ). 

Verbal  Operation;    The  same  procedure  as  described  under 
Verbal  Operation  Objective  1 . 

Behavioral  Objective  4;    Given  two  pairs  of  equal  sets  in  a 
selected  array  on  cards  and  the  cue,  "Find  sets  which  are 
equal,"  the  student  should  find  equal  sets  by  using  the 
operation  of  one-to-one  correspondence  (See  Objective  2) 
and  then  put  an  equals  sign  between  thm, 

Subobiectiyes;    The  student  should  be  able  to  find  equal 
sets  oy  using  the  operation  of  one-to-one  correspondence 
when  set  members  are  arranged  in:    a)  vertical,  domino 
or  horizontal  arrays;  b)  when  t^ere  are  from  1  to  5  sets. 

Verbal  Operation:    The  same  as  described  under  Verbal 
Operation  Objective  1, 

One -Many 

Behavioral  Prerequisite;    Motor  imitation;  B.  Sets  (Objective  2). 

Behavioral  Objective  1:    Presented  with  sets  of  one  and  many 
like  objects  on  9  x  11"  cards  ([]]  ^^),  the  student  should 
touch  the  set  of  one  or  the  set  of  many  when  the  teacher 
models  the  correct  response  (holds  up  a  card  identical  to 
the  correct  choice)  and  says,  "Touch  one"  or  "Touch  many." 


Instructional  Sequence;   The  student  should  be  able  to 
toucn  one  or  many  wnen  given  a  model  and  presented  sets  of: 

a.  "oFjects  grouped  in  sets  of  1  and  4. 
^b.   objects  grouped  in  sets  of  1  and  3. 

c.    2-dinensional  representations  of       or  many  objects. 

Verbal  Operation;    Presented  with  sfits  of  one  and  many 
like  objects  on  9  x  11"  cards  (QM),  and  when  the 
teacher  points  and  says,  "This  is  t^e/nany).    Is  this 
one  or  many?"  the  student  should  say,  "One"  or  "Many." 

Behavioral  Objective  2i    Presented  with  sets  of. one  and  aaay 
like  or  unlike  objects  on  9  x  11"  cards  (Q  (Xl  orQ  M). 
the  student  should  touch  the  set  of  one  or  theTSet  of  many 
when  given  the  cue:    **Touch  one"  or  ^^TSuch  many." 

Instructional  Sequence i    The  student  should  be  able  to 
toucn  one  or  many  wnen  presented  sets  of: 

a.  objects  grouped  insets  of  1  and  4. 

b.  objects  grouped  in  sets  of  1  and  3. 

c .  2-dimensional  represmtations  of  one  or  many 
objects. 

Verbal  Operation:    Presented  with  sets  of  one  and  many 
like  or  unlike  objects  on  9  x  11"  cards,  and  asked,  "Is 
this  one  or  many"  the  student  should  say,  "One"  or  **Many." 

Behavioral  Objective  3;  Given  a  set  of  6  objects  and  asked, 
'%»ive  me  one"  or  "Give  me  many,"  the  student  should  hand  the 
teacher  one  or  mai^  objects. 

Instructional  Sequence:  The  student  should  be  able  to  make 
a  group  of  one  or  many  objects  when  given: 

a.  a  set  of  6  like  objects 

b.  a  set  of  6  unlike  objects 

Verbal  Operation:    The  same  procedure  described  in 
Objective  3  is  followed.   After  the  student  gives  the 
teacher  one  or  many  objects  the  teacher  asks,  "Is  this 
one  or  many?"  and  the  student  should  say,  "One"  or  "Many." 

More  and  Less 


1.  More 

Behavioral  Prerequisites:    £.  One«^!any  (Objective  2); 
B.  Sets  (Objective  2);  C.  One-to-One  Correspondence 
(Objective  1);  and/or  G.  Coimting  (1.  Rational,  Objective  2). 


Behavioral  Objective  1:  Given  2  sets  unequal  in  quantity 
with  their  members  arranged  vertically  and  the  cue,  "Touch 


nore,"  the  student  should  use  the  operation  of  one-to-one 
correspondence  to  choose  the  set  with  more  (i.e.,  the 
student  should  match  the  objects  in  the  sets  in  one-to-one 
correspondence  and  point  to  the  set  with  at  least  one  object 
left  unmatched). 

Instructional  Sequence;    The  student  should  touch  *'more*': 

sT,  given  sets  of  1  and  10  objects 

b.  given  sets  of  3  and  10  objects 

c.  given  sets  of  2  and  7  objects 

d.  given  sets  of  3  and  5  objects 

e.  given  sets  of  2  and  3  objects 

f.  given  sets  of  5  and  6  objects 

g.  given  sets  of  3  and  10  2-U  representations 

h.  given  sets  of  3  and  5  2-D  representations 

i.  given  sets  of  5  and  6  2-D  representations 

Verbal  Operation;    Students  with  verbal  skills  should  be 
taught  rational  counting  and  be  required  to  solve  the 
'*More**  problems  by  counting  the  objects  in  each  set  and 
saying  the  number  in  it.    The  teacher  then  points  to 
each  St,    and  says,  "Which  is  more,  (number)  or  (number) ?" 
and  the  student  should  say,  "(number)  is  more."  Then 
when  the  teacher  says,  "How  can  you  tell?"  and  the 
student  should  match  the  objects  in  the  sets  in  one-to- 
one  correspondence,  point  to  the  set  with  at  least  one 
object  left  unmatched  and  say,  "More."   Students  who  are 
verbal  but  do  not  rationally  count  would  follow  the 
procedure  articulated  in  Objective  1,  then  point  to  the 
set  with  more  and  say,  *'More." 

Less 

Behavioral  Prerequisite;  More. 

Behavioral  Objective  1;    Given  2  sets  unequal  in  quantity 
with  their  members  arranged  vertically  and  the  cue,  '*Touch 
not  more,"  the  student  should  use  the  operation  of  one-to- 
one  correspondence  (as  described  in  "Ntore")  to  touch  the 
set  with  "not  more."  ^ 

•         '     ^        •        not  more 


Subobiective;    The  student  should  be  able  to  touch  the 
set  with  "not  more"  when  presented  sets;    a)  varying  in 
number  from  1  to  10;  b)  varying  in  spacial  dimension 
(See  the  instructional  sequence  for  "More"). 

Verbal  Operation;  Same  as  for  "More"  except  the  student 
must  touch  the  set  with  not  more  and  say,  "Not  more." 


Behavioral  Objective  2;    Given  2  sets  unequal  in  quantity 
with  their  menbers  arranged  vertically  and  the  cue,  **Touch 
less,"  the  student  should  use  the  operation  of  one-to-one 
correspondence  (as  described  in  *^re**)  to  choose  the  set 
with  "Less." 


Subobjective;    The  student  should  be  able  to  touch  the 
set  with  less  when  presented  sets:   a)  varying  in 
number  from  1  to  10;  b)  varying  in  spacial  dimension 
(See  the  instructional  sequence  for  the  **More"). 

Verbal  Operation;  Same  as  for  *'More"  except  the  student 
must  choose  the  set  with  less  and  say,  "Less." 


More/ Less 


Behavioral  Prerequisites ;   F.  More  and  Less  (1.  More); 
F.  riore  and  Less  (2.  Less). 

Behavioral  Objective  1;    Given  2  sets  of  varying  quantities 
wxtn  tneir  members  arranged  vertically  and  the  cue,  *Touch 
(more/ less),"  the  student  should  use  the  operation  of  one-to- 
one  correspondence  (as  described  in  **More")  to  choose  the 
set  with  more  or  less. 

Instructional  Sequence;    The  student  should  touch  the  set 
with  more  or  less  when  presented  with  sets;    a)  varying 
in  number  from  1  to  10;  b)  varying  in  spacial  dimension 
(See  the  instructional  sequence  for  the  **More"). 

Verbal  Operation;  Same  as  **Mor6"  except  the  student 
must  touch  the  set  with  more  or  less  and  say,  *'More" 
or  "Less." 

Behavioral  Objective  2t    Given  2  sets  of  varying  quantities 
with  the  members  arranged  in  a  selected  configuration  and  the 
cue,  "Touch  (more/less)"  the  student  should  use  the  operation 
of  one-to-one  correspondoice  (as  articulated  in  **more")  to 
choose  the  set  with  more  or  less. 

Instructional  Sequence;    The  student  should  touch  the  set 
with  more  or  less  when  presented  with  sets  in; 

a .  Vertical  arrays 

b.  iiorizontal  arrays 

c.  Random  arrays 


Verbal  Operation;  Same  as  described  in  More/ Less, 
Objective  1. 


Counting;  Counting  requires  the  students  to  make  a  verbal 
approximation  of  each  number.  Nonverbal  students  could  be 
taught  to  make  a  gesture  or  sign  to  represent  each  number. 

I.  Rational 

Belmvioral  Prerequisite;    Verbal  imitation;  B.  Sets 
(Objective  2). 

Behavioral  Objective  1;    Presented  a  set  of  one  to  five 
objects  arranged  in  horizontal  or  vertical  arrays  and 
asked,  "How  many  (objects)?"  the  student  should  count 
the  objects  assigning  a  number  (at  least  make  a  sound)  to 
each  object  as  ho/siie  touches  or  moves  it. 

Instructional  Sequence;    The  student  should  count  the 
objects  when  presented: 

a.  a  set  of  1  to  3  objects  in  a  horizontal  array 

b.  a  set  of  3  to  5  objects  in  a  horizontal  array 

c.  a  set  of  1  to  S  objects  in  a  horizontal  array 

d.  a  set  of  1  to  S  objects  in  a  vertical  array 

Behavioral  Objective  2;    Presented  a  set  of  one  to  five 
objects  in  a  randCHn  array  and  asked  to  count  out  a  number 
less  than  the  number  in  the  array,  the  student  should 
count  out  the  correct  number.    (If  this  is  too  difficult 
for  the  student  he/she  should  be  taught  to  arrange  the 
objects  in  a  horizontal  or  vertical  array  before  counting.) 

Instructional  Sequence;  The  student  should  be  able  to  count 
out  the  correct  number  of  objects  when; 

a.  asked  to  count  out  a  number  of  objects  equal  to 
that  presented 

b.  asked  to  count  out  a  number  of  objects  less  than 
that  presented. 

Note;    Throughout  this  objective  the  student  was 
permitted  to  put  the  objects  out  in  a  vertical  or 
horizontal  array.    In  the  objectives  that  follow 
the  teacher  may  choose  to  put  the  objects  out 
only  in  the  array  the  student  used  in  this  objective. 

Behavioral  Objective  3;    Presented  with  one  to  five  objects 
in  one  horizontal  or  vertical  array  of  five,  or  six  to  ten 
objects  in  two  horizontal  or  vertical  arrays  of  five  and 
asked,  "How  many"  or  "Count  the  (objects)"  the  student  should 
count  the  objects. 

Instructional  Sequence;    The  student  should  count  the 
objects  when  presented; 


a.  a  set  of  6  to  8  objects  in  two  horizontal  arrays 
of  five 

b.  a  set  of  8  to  10  objects  in  two  horizontal  arrays 
of  five 

c.  a  set  of  6  to  10  objects  in  two  horizontal  arrays 
of  five 

d.  a  set  of  6  to  10  objects  in  two  vertical  arrays 
of  five 

e.  a  set  of  1  to  10  objects  in  one  or  two  horizontal 
or  vertical  arrays  of  five 

Behavioral  Objective  4:    Presented  a  random  array  of  one  to 
ten  objects  and  asked  to  count  out  a  number  less  than  the 
array  presented  the  student  must  count  out  the  appropriate 
number  of  objects.    (If  this  is  too  difficult  for  the  student, 
he/she  should  be  taught  to  arrange  the  objects  in  horizontal 
or  vertical  arrays  before  counting.) 

Materials;    Blocks,  bears,  chips,  pennies,  flannel  items, 
etc. 


Rote 


Behavioral  Prerequisite:    G.  Counting  (1.  Rational,  Objective  3). 

Behavioral  Objective  1:  When  the  teacher  says,  "Count  to 
(number)."  Cfrom  one  to  five)  the  student  should  count  to 
the  number. 

Instructional  Seouence:   The  student'  fthould  count  to  a 
number  when  asked  to  count  to: 

a.  2 

b.  3 

c.  4 

d.  5 

Behavioral  Obj{ectiye  2;    When  the  teacher  says,  "Count  from 
one  to  a  (numoer),"  and  then  asks,  "Whdt  are  you  going  to 
count  from?"  and  "What  are  you  going  to  count  to?"  the 
student  should  correctly  answer  the  questions  and  then  count. 

Instructional  Sequence;    The  student  should  count  from 
one  to  a  number  when  directed  to  count  to: 

a.  3 

b.  4 

c.  S 

d.  6 

e.  7 
•  f.  8 

g.  9 

h.  10 


Behavioral  Objective  3t    When  the  teacher  says,  "Count  from 
(number)  to  (number),"  and  asks,  "What  are  you  going  to  count 
from?" &nd  "What  are  you  going  to  count  to?"  the  student 
should  correctly  answer  the  questions  anT^then  count. 

Instructional  Sequ<  cei    The  student  should  count  from  a 
number  to  a  number  wnm  directed  to  count: 

a.  from  2  to  S 

b.  from  3  to  t 

c.  from  1  to  8 

d.  from  4  to  9 

Vary  the  combinations  from  1  to  10. 

3.    Numeral  Recognition 

Behavioral  Prerequisitet    G.  Counting  (1.  Rational,  Objective  3). 

Behavioral  Objective  1;    Given  a  cue  to  touch  a  numeral  from 
1  to  10  when  the  numerals  are  presented  in  '•i^ndom  arrays 
the  student  should  touch  the  correct  numeral. 

Instructional  Sequence;    The  student  should  be  able  to  touch 
the  correct  numeral  or  math  symbol  when  asked  to  touch 
numerals  (math  symbols)  from: 

a.  1  to  3  presented  on  a  number  line 

b.  1  to  6  presented  on  a  number  line 

c.  1  to  10  presented  on  a  number  line 

d.  "♦"  or  """^ 

e.  1  to  3  presented  in  random' order 

f .  4  to  6  presented  in  randc:<i  order 

g.  7  to  10  presented  in  random  order 

h.  1  to  10  presented  in  random  order 

Verbal  Operation:    Presented  with  a  numeral  from  1  to  10 
and  the  cue,  "What  (numeral)  is  this,"  the  student  should 
label  the  numeral. 

Instructional  Sequence:  The  student  should  be  able  to  label 
numerals  and  math  symbols  vhen  asked  to  label  numerals  from: 

a.  1  to  3  presented  on  a  number  line 

b.  1  to  6  presented  on  a  number  line 

c.  1  to  10  presented  on  a  number  line 

d.  "♦"  and  "«" 

e.  1  ttr  3  presented  in  a  random  array 

f .  1  to  6  presented  in  a  random  array 

g.  7  to  10  presented  in  a  random  array 

h.  1  to  10  presented  in  a  random  array 


4  Tfie  students  should  be  taught  to  discriminate  and  label  "♦"  as  "plus" 
and  "and"  and  "«"  as  "equal"  and  "is." 


Matching  Nunerals  to  Quantities 


Behavioral  Prerequisites!  G.  Counting  (1.  Raticnal,  Objective  3); 
c.  Counting  (3.  Numeraniecogniticn) , 

Behavioral  Objective  1;    Presented  with  a  numeral  from  1  to 
10,  a  set  of  objects  and  the  cue,  **Count  out  this  many,**  the 
student  should  count  out  the  appropriate  number  of  objects. 

Instructional  Sequence;    The  student  should  be  able  to 
count  out  tne  correct  quantity  given; 

a.  one  numeral  from  1  to  3 

b.  one  numeral  from  4  to  6 

c.  one  numeral  from  7  to  10 

d.  one  numeral  from  1  to  10 

Subobjectives;   Itie  student  should  be  able  to  match 
numerals  to  quantities  in  a  worksheet  format  and  match 
numerals  tc  lines  and  figures. 

Instruct iona J  Sequence;  « 
a^   match  numerals  to  quantities  in  worksheet  format  rra'fTT 
b.   match  numerals  to  lines  ^3   ^  • — 


c.   match  numerals  to  fingers  (this  is  a  prerequisite 
to  Addition  with  fingers) 

Matching  Quantities  to  Numerals  ^ 

Behavioral  Prerequisites;  G.  Counting  (1,  Rational,  Objective  3); 
G.  Counting  (3.  roaneral  Recognition) . 

Behavioral  Obj ective  1 :    Given  a  set  of  objects  from  1  to  10, 
a  number  line  and  the  response  cue,  **Find  the  numeral  which 
sho^s  this  many,**  the  student  should  count  the  objects  and 
th  •  touch  the  appropriate  numeral  on  the  number  line. 

Instructional  Sequence;    The  student  should  be  able  to 
match  a  quantity  to  a  numeral  given; 

a.  one  quantity  from  1  to  3 

b.  one  quantity  from  4  to  6 

c.  one  quantity  from  7  to  10 

d.  one  quantity  from  1  to  10 

Subfcbj ective;    The  student  should  be  able  to  match 
quantities  to  numerals  in  a  worksheet  format  and  match 
lines  and  fingers  to  numerals. 

Instructional  Sequence; 

a.   match  a  quantity  to  a  numeral  in  a  worksheet 
format  _ 
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b.  match  a  quantity  line  to  a  numeral    1  \ 

c.  match  a  quantity  to  an  equal  quantity  of  fingers 
(this  is  a  prerequisite  to  addition  with  fingers) 

Ordering  Quantities 

Behavioral  Prerequisites;    F.  More  and  less;  G.  Counting  (1. 
Rational,  Objective  2);  G.  Counting  (2.  Rote,  Objective  2), 

Behavioral  Objective  1;    Presented  with  from  one  to  five  sets 

of  unequal  quantities  (quantifies  varying  from  one  to  five) 

and  asked  to,  "Order  the  sets  of  (objects)  or  (2-D  representations), 

the  student  should  count  the  number  of  objects  in  eacn  set 

and  place  the  set  with  more  objects  (the  number  which  comes 

after  in  counting)  to  the  right  of  the  set  with  less  (the 

number  which  comes  before  in  counting).    The  student  should 

then  check  this  ranking  by  matching  the  objects  in  the  sets 

using  the  one-to-one  correspondence  operation  to  insure  that 

a  set  witli  at  least  one  left  over  was  placed  to  the  right  of 

the  matched  set. 


Instructional  Sequence;    The  student  should  be  able  to 
order  sets  when  given; 

a.  two  sets  varying  in  quantity  from  1  to  2 

b.  three  sets  varying  in  quantity  from  1  to  3 
(  .    four  sets  varying  in  quantity  from  1  to  4 
d.    five  sets  varying  in  quantity  from  1  to  5 

Materials:    5  sets  of  lines  or  objects  (quantities  1 
to  5)  on  note  cards. 

Ordering  Numerals 

Behavioral  Prerequisites ;    G.  Counting  (3.  Numeral  Recognition, 
Objective  1     nonverbal);  G.  Counting  (4.  Matching  Numerals 
to  Quantity,  Objective  1);  G.  Counting  (5.  Matching  Quantities 
to  Numerals,  Objective  1);  G.  Counting  (Ordering  Quantities). 

Behavioral  Objective  1;    Given  from  1  to  5  sets  of  unequal 
quantities  (quantities  vary  from  1  to  5)  paired  with  numeral* 
and  the  cue,  "Order  the  numerals'*  the  student  should  order 
the  numerals  from  least  to  most  by  counting  the  number  of 
objects  in  each  set  and  placing  the  set  with  more  objects 
(the  numeral  which  comts  after  in  counting)  to  the  right  of 
the  set  with  less  (the  number which  comes  before  in  counting) 
and  check  the  order  by  utilizing  che  operation  of  one-to-one 
correspondence.    (See  Objective  1,  Ordering  Quantities) 

1        2         3         4  5 

□  Q  ea  o  o 


Materials:   5  sets  of  lines  or  of^jeets  (quantities  1  to  S) 
on  note  cards. 

Behavioral  Objective  2:   Given  numerals  from  one  to  five  in 
a  random  array  and  the  cue,  "Order  the  numerals.*'  the  student 
will  order  the  numerals  from  left  to  right  and  then  check 
the  order  by  drawing  lines  under  the  numerals  and  utilizing  the 
operation  of  one-to-one  correspondence  (Soe  Objective  1, 
Ordering  Quantities)  to  insure  that  a  set  with  at  least  one 
luunatched  member  was  placed  to  the  right  of  the  matched  set. 

H.   Addition;    The  addition  objectives  articulated  here  require  the 
students  to  use  the  operation  of  rational  counting  in  solving 
the  problems.   As  described  in  the  rational  counting  objectives, 
this  operation  requires  the  students  to  make  a  verbal  approxi- 
mation of  each  number  as  he/she  touches  the  objects  being  counted. 
Nonverbal  students  could  be  taught  to  solve  addition  problems 
through  using  the  one-to-one  correspondence  operation^  or  by 
making  a  gesture  to  represent  each  number. 

1.   Addition  With  Objects 

Miavioral  Prerequi si tes ;    B.  Sets  (Objective  S);  D.  Equality 
(Objective  2);  F.  More  and  Less;  and  G.  Counting  (1.  Rational, 
Objective  3). 

Behavioral  Obj active  1 ;    Given  three  sets  of  objects  (e.g., 
cups,  blocks,  bears)  and  i>dien  the  teiicher  points  and  says, 
**This  is  a  set  of  (cups)  and  this  is  a  set  of  (blocks) , 
(plus/ join)  the  sets,^*  the  student  should  join  the  sets. 
Tnen  tne  teacher  says,  **Now  you  have  a  set  of  (cups)  and 
(blocks) .    Point  to  the  set  of  (cups  and  blocks)," the 
student  should  point  to  the  set  or  (cups  and  blocks) . 

Instructional  Sequence;    The  student  should  join  sets  of; 

a.  real  boys  and  girls  with  the  student  being  a 
member  of  one  set 

b.  objects 

Verbal  Operation;   Same  as  described  in  Objective  1. 
After  the  student  joins  the  sets  the  teacher  says,  "hk>w 
you  have  a  set  of  (cups)  and  (blocks),*'  '*1fhat  is  this 
set?"  and  the  student  should  say,  "A  set  of  (cups)  and 
(blocks)." 

Behavioral  Objective  2:    Given  three  sets  of  objects  (e.g., 
blocks,  cups,  bears)  and  when  the  teacher  points  and  says. 


5  Given  two  factors,  an  equals  sign  (00  ♦  0  *      )  and  the  cue,  "Make 
the  sets  equal,"  the  sttident  should  use  the  operation  of  one-to-one 
correspondence  to  make  the  sides  equal  (00    0  «  000)  (i.e.,  the  S 
should  natch  the  objects  on  each  side  of  the  equals  sign  in  one-to- 
one  correspondence  until  one  object  on  each  side  corresponds  with 
an  object  on  the  other  side). 


"This  is  a  set  of  (cups)  and  this  is  a  set  of  (blocks) . 
How  many  (cups)  are  there?"  the  student  should  count  the 
objects  and  state  the  correct  number.    Then  when  teacher 
says,  "How  many  (blocks)  are  there?"  the  student  should 
count  tke  objects  and  state  the  correct  number.    Next,  the 
teacher  says,  "(plus/ join)  the  sets"  and  after  the  student 
joins  the  sets  says,  "Now  you  have  a  set  of  (cups)  and 
(blocks) .    Point  to  the  set  of  (cups)  and  (blocks)."  After 
the  student  points  to  the  set  of  (cups)  and  (blocks)  the 
teacher  says,  "How  many  (cups)  andlbTocks)  are  there?" 
and  the  student  should  count  the  (cups)  and  (blocks)  and 
state  the  number. 


Behavioral  Objective  3:    Presented  with  two  factor  boxes 
containing  a  selected  number  of  items  (1-10)  and  when  the 
teacher  points  and  says,  "This  is  a  set  of  (blocks)  and 
this  is  a  set  of  (bears).    How  many  (blocks)  are  there?" 
the  student  should  count  the  (blocks)  and  state  the  number. 
Then  when  the  teacher  points  and  asks,  "How  many  (bears)  are 
there?"  the  student  should  count  the  (bears)  and  state 
the  number.    The  teacher  then  says,  "Join/plus  the  sets 
and  tell  how  many."   The  student  should  move  the  objects 
from  the  ractor  ooxes  to  the  sums  box,  count  the  number  of 
objects  in  the  sums  box  and  say  the  number. 


2.    Numerals  and  Objects 

Behavioral  Prerequisites ;    G.  Counting  (3.  Numeral  Recognition, 
Objective  1  -  verbal);  G.  Counting  (4.  Matching  Numerals  to 
Quantity,  Objective  1);  G.  Counting  (Matching  Quantities  to 
Numerals,  Objective  1);  G.  Counting  (1.  Rational,  Objective  3); 
H.  Addition  (1.  Addition  With  Objects,  Objective  3). 

Behavioral  Objective  1;    Presented  with  two  factor  boxes 
containing  a  selected  number  of  objects  (1-10),  a  number 
line  from  1-10  with  removable  numerals,  and  the  cue,  "Find 
the  numeral  that  shows  how  many,"  the  student  should  count 
the  nup.ber  of  objects  in  each  factor  box  and  place  the 
correct  numeral  under  it,  move  the  objects  from  the  factor 
boxes  to  the  sums  box,  count  the  objects  in  the  sums  box 
and  place  the  correct  numeral  under  it.    Tlie  student  should 
then  point  to  each  numeral  and  math  symbol  and  say,  "(2) 
(balls)  (and/plus)  (2)  (triangles)  (is/equals)  four  (balls) 
and  (triangles)."   or  "(2)  (and/p'lus)  (2)  (i?/ equals 
(four  5.    -   -   ^  


6  Care  should  be  taken  in  teaching  this  objective  to  guard  against  the 
student  learning  a  misconception  of  equality.    That  is,  two  empty 
boxes  equals  a  sum's  box  with  objects  in  it.    (C3  ♦Hp  «  G3). 
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2        2  2        2  4 

Instructional  Sequence;    The  student  should  add  sums  up 
to  5  and  say: 

^*    "(N"pber)  (objects)  and  (number)  (objects)  is 
(number)  (obiects).'* 

b.  "(Number)  (objects)  plus  (number)  (objects)  is 
(number)  (obiects)  and  (objects)." 

c,  "(Number)  (objects)  plus  (numScr)  (objects) 
equals  (number)  (objects)  and  (objects)." 

3*   Numerals  and  Lines 

Behavioral  Prerequis ites ;    H.  Addition  (2.  Numerals  and 
Objects);  motoric  ability  to  draw  lines. 

Behavioral  Objective  1;    Presented  with  two  factor  boxes 
containing  a  selected  number  of  lines  (1-10) «  a  number 
line  from  1-10  with  ronoveable  numerals  and  the  response 
cue,  "Find  the  number  that  shows  how  many,"  the  student 
should  count  the  number  of  lines  in  each  factor  box  and 
put  the  correct  numeral  under  it,  count  the  number  of 
lines  in  both  factor  boxes  and  draw  the  number  of  lines 
counted  to  in  the  sum's  box.   The  student  should  then 
put  the  correct  numeral  under  the  sum's  box  and  point  to 
each  numeral  and  symbol  and  say,  "(2)  and/plus  (2)  is/ 
equals  (£)."  -  — 

2       2  2       2  A 

Self "Correct ion  Procedure;   At  this  point  the  student 
should  be  taught  a  procedure  for  checking  his/her 
answer.   After  the  student  has  completed  Objective  1 
the  teacher  points  to  each  side  of  the  equals  sign  and 
says,  "Are  the  sides  equal?"   And  when  the  student  says, 
"Yes/no,"  the  teacher  asks,  "How  can  you  tell?"  and 
the  student  should  count  the  lines  on  each  side  of  the 
equals  sign  and  say,  "(4)  equals  (£)."    (The  student 
could  also  match  the  objects  or  lines  on  each  side  of 
the  equals  sign  in  one-to-one  correspondmce  to  show  that 
the  sides  are  equal.) 

4.  Numerals 

Behavioral  Prerequisites;    H.  Addition  (3.  Numerals  and 
Lines) . 


ERIC 


Behavioral  Objective  1;    Given  an  equation  of  the  form  2*2 
»  0»  a  number  line  with  removeable  numerals  and  the  cue, 
"Find  the  number  which  shows  how  many,"  the  student  should 
draw  the  appropriate  number  of  lines  under  each  of  the  factor 
boxes,  count  all  the  lines  and  state  the  number,  draw  the 
number  of  lines  stated  under  the  sum's  box  and  put  the 
appropriate  numeral  (from  the  number  line)  in  it.    Then  when 
the  teacher  asks,  "What  does  (2)  plus  (2)  equal?"  the 
student  should  say,  "(£)  plus  J2)  equal?  (4)." 

[2  ♦  2  «   [2  ♦  2  «  ]  — ^  [2    ♦2a   J 
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Self -Correct ion  Procedure;  Same  as  described  in 
Addition  with  Numerals  and  Lines. 


Fingers 

Behavioral  Prerequisites;    H.  Addition  (1.  Addition  with 
Numerals);  G.  Counting  (2.  Rote,  Objective  3). 

Behavioral  Objective  1;    Given  an  equation  of  the  form 
2  ♦  3  «  □  when  the  teacher  asks  the  student,  "Which  side 
do  you  start  counting  on?"  the  student  should  touch  the 
side  without  the  empty  box  (i.e.,  the  side  to  the  left 
of  equals  sign).    When  the  teacher  asks,  "What  do  you 
count  to?"  the  student  should  count  on  his  finger (s)  to 
the  number  in  the  second  factor  box  (e.g.,  3)  and  then  while 
holding  up  those  finger (s)  and  starting  with  the  number  in 
the  first  factor  box  (e.g.,  2)  the  student  should  count 
his/her  fingers  (e.g.,  3  -  4  -  5),  say  the  number  counted  to 
and  place  it  in  the  sums  box.    Then  when  the  teacher  asks, 
"What  does  (two)  plus  (three)  equal  (      )?"  the  student 
should  say,  "(two)  plus  (thrige)  equalFTTive) ." 

(2  ♦  3  n  [2  ♦  3  «[5l  ] 

Correction  Procedure;    After  the  student  completes 
Objective  1  when  the  teacher  says,  "How  can  you  tell," 
the  student  should  draw  lines  under  ea::h  numeral  and 
use  the  correction  procedure  described  in  "Addition  with 
Numerals  and  Lines." 


Behavioral  Objective  2;    The  student  should  be  able  to 
perform  the  behaviors  listed  in  Objective  1  without 
teacher  cues. 


Behavioral  Objective  3;    Given  an  equation  of  the  form 
i  a  it  or  i         »  S  and  when  the  teacher  asks  the 
student  the  following: 

a.  "Which  side  do  you  start  counting  on?"  the  student 
should  touch  the  side  without  any  empty  box. 

b.  "What  do  you  count  to?"  the  student  should  point  to 
the  numeral  on  the  sTde  of  the  equation  without  an 
empty  box  and  label  it  (e.g.,  5). 

c.  "What  number  do  you  start  counting  from?"  the  student 
should  point  to  the  numeral  on  the  side  of  the 
equals  sign  with  an  empty  box  and  label  it  (e.g.,  2), 

d.  "(2^)  plus  how  many  equals  (5)?**  the  student  should 
start  counting  with  the  numeral  on  the  side  of  the 
equals  sign  with  an  empty  box  (e.g.,  2)  and  count  on 
his/her  fingers  up  to  the  numeral  on  the  side  of  the 
equals  without  an  empty  box  (e.g.,  51  holding  up 
each  finger  as  he/sne  counts.    Then  the  student  should 
count  the  fingers  he/she  is  holding  up,  say  the 
number  counted  to  (e.g.,  3)  and  place  this  numeral 

in  the  sum's  box. 

e.  "(2)  plus  how  many  equals  (5)?*'  the  student  should 
say  "(2)  plus  (3)  equals  (Sj." 

Instructional  Sequence;    The  student  should  add  with  his 
fingers  given  problems  of  the  form: 

a.  Z_*  D"  5 

b.  a*  3  «  5 

Sel f "Correction ;   After  the  student  completes  Objective  3 
when  the  teacher  asks,  "How  can  you  tell?"  the  studmit 
should  draw  lines  under  each  numeral  and  use  the 
correction  procedure  described  in  "Addition  with 
Numerals  and  Lines." 

^Behavioral  Objective  4:    Given  an  equation  of  the  form 
n»2»«5or2»/^«  5  the  student  should  be  able  to 
perform  the  behaviors  listed  in  Steps  a  through  e  (Behavioral 
Objective  3)  correctly  and  in  sequence  without  any  teacher 
cues. 

Sel f -Correct ion ;    After  the  student  completes  Objective  4 
when  the  teacher  asks,  "How  can  you  tell?"  the  student 
should  draw  lines  under  each  numeral  and  then  use  the 
correction  procedure  described  in  "Addition  with  Numerals 
and  Lines." 

^6.  Facts^ 


7  These  objectives  should  be  taught  through  group  and  individual 
drills.  There  should  be  an  emphasis  on  rate.  Thus,  races  are 
recommended. 
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Behavioral  Prerequisites;    ii.  Addition  (4.  Numerals  and 
Objects);  G.  Cc  inting  (i.  Rote,  Objective  3). 

Behavioral  Objective  1:    When  orally  presented  problems  of 
the  form  zero  plus  one,  one  plus  one,  two  plus  one  ... 
up  to  nine  plus  one,  the  student  should  state  the  answer 
for  each  problem. 

Instructional  Sequence;    The  student  should  be  able  to 
state  the  answer  when  given  the  problems; 

a.  in  sequence,  i.e.,  one  plus  one^  two  plus  one,  etc. 

b.  in  random  order 

Behavioral  Objective  2;    When  presented  orally  in  sequence 

with  problems  of  the  form:    5*0«5,  5*1»6,  5*2«   

5     3  3  ^  etc.  the  student  should  be  able  to  state  the 

answer  for  each  problem. 

Instructional  Sequence; 

a.  Problems  presented  visually  (on  the  blackboard) 
and  orally      5     0  s  5 

5  <  1  "  6 
S  ♦  2  « 
5  ♦  3  «   

b.  Problems  presented  just  orally. 

Behav iora 1  Ob j ec t iv e  5 :    When  orally  presented  with  a  problem 
where  the  first  factor  is  more     than  the  second  factor 
(e.g.,  S  *  2  »  J^),  the  student  should  derive  the  answer  by 
goinf!  through  a  series  of  problems  starting  with        0  «  X . 
(e.g.,  5*0«S,  5*ls6,  5*2«7)»  "* 

Instructional  Sequence; 

a.  Problems  presented  visually  (on  the  blackboard)  and 
orally  5  ♦  0  «  S 

5*2«n-»S*l«6 
S  ♦  2  «  7 

b.  Problems  presented  just  orally. 

Behavioral  Objective  4;  When  orally  presented  with  number 
pair  problems  such  as  one  plus  one,  two  plus  two  ...  up  to 
ten  plus  ten,  the  student  should  state  the  answer. 

Behavioral  Objective  S;    iVhen  orally  presented  with  a 
problem  where  the  first  factor  is  less  than  the  second 
factor,  (e.gj,  4  ♦  6  »  O  )  the  student  should  derive  the 
answer  by  using  an  addition  sequence  starting  with  the 
number  pair  of  the  first  factor 

4  ♦  4  a  8 
4*6^n-^  4*S«9 

4  ♦  6  »  10 


ERIC 


Instructional  Sequence; 

a.  Problems  presented  visually  (on  the  blackboard)  and 
orally  of  the  form: 

0  and  the  teacher  points  and  says,  **What  0 

1  does  four  plus  six  equal?*'  **What  number  1 

2  should  we  start  counting  with?**  the  2 

3  student  should  find  the  number  pair  3 

4  of  the  first  factor  and  say  4  ♦  4  and  4 ♦4*8 

5  go  through  the  sequence  from  4  ♦  4  »  4^5"9 
44>6>  8to4'f6ailOas  the  teacher  writes  4'f6«10 

it  out. 

b.  Problons  presented  visually  (on  the  blackboard)  and 
orally  of  the  form: 

M»   and  the  teacher  asks,  **What  does  four  MnB 

plus  six  equal?**  the  student  should  4*5*9 

go  through  the  sequence  starting  with  44>6«10 
the  number  pair  of  the  first  factor 
as  the  teacher  writes  the  sequence  on 
the  board. 

c.  Problems  presented  just  orally. 

Behavioral  Objective  6;    When  orally  presented  addition 
problems  with  sums  up  to  10,  the  student  should  state  the 
answer. 


V.  Procedures 

The  same  basic  teaching  and  behavioral  measurement  procedures 
are  utilized  across  behavioral  objectives.   The  teaching  and 
measurement  procedures  are  incorporated  into  test-teach-test 
designs.   That  is,  the  teacher  presents  a  cue;  if  the  student  responds 
correctly,  he  is  rewarded;  if  he  responds  incorrectly,  he  is  taught 
the  correct  response  through  either  a  modeling  procedure  (the  teacher 
models  the  response  and  requires  the  student  to  imitate  it)  or  a 
priming  procedure  (the  teacher  physically  guides  the  student  through 
the  correct  response).    For  students  who  initially  error,  the 
modeling  cues  and  pron^ts  are  faded  until  the  correct  response  occurs 
in  response  to  verbal  cues  (models  are  faded  by  gradually  modeling 
less  of  the  correct  response  -  prompts  are  faded  by  gradually  with- 
drawing physical  support  until  the  student  performs  the  response 
without  teacher  assistance). 

A.    hiasteiy  Criterion 


Mastery  criterion  is  the  criterion  the  student  has  to  attain  in 
order  to  demonstrate  that  he  has  mastered  a  specified  math  objective 


and  is  ready  to  advance  to  the  next  step  of  the  sequence.    In  this 
program  criterion  levels  are  set  in  terms  of  trials.   That  is,  wher 
teaching  numeral  recognition  one  could  teach  the  numerals  in  sets  of 
onOf  two,  three,  etc.  dependent  upon  the  abilities  of  the  student, 
and  the  responses  a  student  makes  to  a  complete  set  is  considered  a 
trial:    e.g.,  for  a  set  of  one,  one  response  equals  a  trial,  etc. 
The  mastery  criterion  set  throughout  is  three  consecutive  correct 
trials.    A  sample  data  sheet  should  further  clarify  what  is  meant 
by  a  trial. 


Sample  Data  Sheet 

* 

Date 

Behavior  Objective  Num. 

Rec.  Set 

1.  2.  3 

Name 

Trial 

Num.  1        Num.  2 

Num.  3 

Tot.  Correct 

Student  #1 

1 

M 

2 

2 

♦  ♦ 

3 

3 

♦  M 

2 

4 

♦  ♦ 

♦ 

5 

♦  ♦ 

6 

♦  ♦ 

♦ 

*  In  the  data  system  utilized:    •«•  »  a  correct  response,  M  »  a  correct 
xc»sponse  after  a  model,  and  P  «*  a  correct  response  after  a  prime. 


**  Criterion  met  three  consecutive  correct  trials. 


B.    Basic  Teaching  and  Measurement  Procedure 

1.  Secure  the  attention  of  the  student (s). 

2.  Present  materials. 

3.  Presmt  a  cue  to  respond  and  cue  the  student  to  scan  the 
instructional  materials.  Prime  the  scanning  response  if 
necessary. 

4.  Evaluate  student's  response. 

a.  Correct  response:    immediately  consequate  the  student's 
response  with  verbal  praise  (e.g.,  the  teacher  says, 
"Good,"  and  says  why  it's  good  -  "Good,  there  are 
enough"  or  "Good,  they  are  the  same")  a  smile  and  if 
necessary  a  consumable.    The  data  sheet  should  be 
marked  with  a  "♦."    If  the  student  performs  correctly 
in  three  consecutive  trials,  proceed  to  the  next  step 
in  the  math  sequence. 

b.  Incorrect  response:'  say  "No,"  and  tell  why  it's 
wrong  (e.g.,  "No,  not  enough"  or  "No,  not  the  same"), 
then  go  to  Step  five. 


s. 


Secure  eye  contact,  present  the  cue  to  respond  and  provide 
a  model  of  the  correct  response. 


6.  Secure  eye  contact  and  present  a  cue  to  respond. 

7.  Evaluate  student's  response.  . 

a.  Correct  response:    inmediately  consequate  the  student's 
response  with  verbal  praise  (e.g.,  the  teacher  says, 
"Good,"  and  swys  why  it's  good  -  "Gopd,  there  are 
yough"  or  "Good,  they  are  the  sane")  and  a  smile. 

The  data  sheet  should  be  marked"wlth  an  "M," 

b.  Incorrect  response:    say  "No"  and  tells  why  it's  wrong 
(e.g.,  "No,  not  enough"  or  "^to,  not  the  same"),  then 
proceed  to  Step  eight. 

8.  Secure  eye  contact,  present  cue  to  respond  and  prime  the 
correct  response  by  physically  guiding  the  student  through 
it.   Consequate  the  response  with  verbal  praise  and  say  why 
it's  right  (e.g.,  "Good,  there  are  enough"),  smile  and  mark 
the  data  sheet  with  a  "P."   Eliminate  the  priming  by 
gradually  fading  the  assistance. 

9.  Follow  the  procedures  until  the  student  performs  correctly 
in  three  consecutive  trials. 

Adapting  the  Teaching  Method  to  Behavioral  Objectives 

Thie  b£sic  procedures  presented  above  were  adapted  to  each 
behavioral  objective.    An  illustration  of  an  aaaption  to  a 
selected  objective  is  describea  below, 

1.    Adaptation  to  an  Equality  Objective: 

Behavioral  Objective  2  -  Instructional  Sequence  Step  3: 

Given  a  sheet  of  paper  divided  into  teacher's  half  and 
student's  half  and  when  the  teacher  places  three  objects 
on  her  half  and  says,  "Make  your  side  wual  to  my  side," 
the  student  should  use  the  operation  of  one-to-one 
correspondence  to  make  his/her  half  equal,    (i.e.,  the 
student  should  match  members  of  his  set  with  members  of 
the  teacher's  until  there  are  no  unmatched  members). 


Teacher 


Student 


Teacher 


Student 


0 
0 
0 


0  - 
0- 
0- 


0 
0 

0  0 


Materials:    Paper,  chips,  blocks,  flannel  items. 


Adaptation  of  Teaching  Method; 


1.  The  teacher  says,  "Look"  and  secures  eye  contact  to  the 
task  for  all  the  students. 

2.  The  teacher  puts  a  set  of  items  on  his/her  half  of  the 
paper  in  a  vertical  array. 

Teacher 

3.  The  teacher  selects  one  student  and  says,  "Joe,  look  at 
this,"  while  he/she  points  to  the  materials  and  says,  "Make 
your  side  equal  to  my  side."    If  Joe  looks  at  the  materials, 
the  teacher  goes  on  to  Step  four.    If  not,  he/she  primes  Joe 
to  look  and  then  goes  on  to  Step  four. 

4.  The  teacher  evaluates  the  student *s  response. 

a.  Correct  response:    If  the  student  utilizes  the 
operation  of  one-to-one  correspondence  to  put  the  same 
number  of  objects  on  his  half  of  the  sheet,  he  is 
immediately  consequated  with  verbal  praise  (e.g., 
"Good,  there  are  enough"  or  "equal") ,  a  smile  and  if 
necessary  a  consumable.    The  data  sheet  is  marked 
with  a  "♦."    If  the  student  has  three  consecutive 
correct  trials,  he  goes  on  to  the  next  step  in  the 
math  sequence. 

b.  Incorrect  response:    If  the  student  does  not  utilize 
the  operation  of  one-to-one  correspondence  and/or 
puts  out  the  wrong  number  of  items  the  teacher  says, 
"No,  not  equal,"  "too  many"  or  "not  enough"  and  goes 
to  Step  five. 

5.  The  teacher  secures  eye  contact,  presents  the  response 
cue  again  (See  Step  Three)  and  models  the  correct  response 
(including  the  one-to-cne  correspondence  operation). 

6.  The  teacher  secures  eye  contact  and  presents  the  response 
cue  (See  Step  Three) . 

7.  The  teacher  evaluates  the  student *s  response. 

a.  Correct  response:    If  the  student  utilizes  the  operation 
of  one-to-one  correspondence  to  place  the  same  number 

of  objects  on  his  half  of  the  sheet,  he  is  inmiediately 
consequated  with  verbal  praise  (e.g.,  "Good,  there  are 
enough"  or  "equal")  and  a  smile  and  the  teacher  marks 
an  'TI"  on  the  data  sheet . 

b.  Incorrect  response:    If  the  student  does  not  utilize  the 
operation  of  one-to-one  correspondence  and/or  puts  out 
the  wrong  number  of  items  the  teacher  says,  "No,  not 
equal .  "  "too  many"  or  "not  enough"  and  goes  to  Step  eight. 


Student 


8.  The  teacher  secures  eye  contact,  presents  the  response  cue 
and  primes  the  correct  response  by  physically  guiding  the 
student  through  it.   Tht  teacher  consequates  a  correct 
response  with  verbal  praise  (e.g.,  "Good,  there  are  enough" 
or  "equal")  and  a  smile  and  marks  the  data  sheet  with  a  'v." 

9.  Follow  these  procedures  until  the  student  performs  correctly 
in  three  consecutive  trials. 

Verbal  Operation: 

Students  with  verbal  skills  should  be  taught  ratioilkl 
counting  and  be  required  to  solve  equality  problems  by 
counting  the  number  of  objects  on  the  teacher's  half,  then 
counting  out  and  placing  the  same  number  of  objects  on 
their  half.   The  teacher  then  says,  "Are  there  enough?" 
or  "Are  the  sets  equal?"  and  the  students  should  check 
their  answer  by  using  the  operation  of  one-to-one 
corre  jondence  to  insure  that  each  member  of  the  teacher's 
set  is  matched  in  one-to-one  correspondence  to  each  member 
of  their  set  and  say,  "Enough"  or  "Equal." 

Adaptation  of  Teaching  Method; 

1.  The  teacher  says,  "lopk"  and  secures  eye  contact  to  the 
task  for  all  the  students. 

2.  The  teacher  puts  a  set  of  items  on  his/her  half  of  the 
paper  in  a  vertical  array. 

Teacher  Student 

3.  The  teacher  selects  a  student  and  says,  **Tim,  look  at 
this,"  while  he/she  points  to  the  materials  and  says, 
"Make  your  side  equal  to  my  side."   If  Tim  looks,  the 
teacher  goes  on  to  Step  four.    If  not,  the  teacher  primes 
Tim  to  look  and  then  goes  to  Step  four.  . 

4.  The  teacher  evaluates  the  student's  response. 

a.   Correct  response:    If  the  student  counts  the  number  of 
objects  on  the  teacher's  half,  counts  out  the  same 
number  of  his/her  half  and  checks  the  answer  by  matching 
the  objects  in  the  teacher's  set  with  the  objects  in 
his/her  set  by  the  one-to-one  correspondence  operation 
and  says,  "Equal,"  he/she  immediately  is  consequated 
with  verbal  praise  (e.g.,  "Good,  there  are  enough"  or 
"Equal"),  a  smile  and  if  necessary  a  consumable.  The 
data  sheet  is  marked  with  a  "■*>."   If  the  student  has 
three  consecutive  correct  trials,  he  goes  on  to  the 
next  step  in  the  math  sequence. 


b.    Incorrect  response:    If  the  stud«it  does  not  count  the 
number  of  objects  on  the  teacher's  half  and/or  does  not 
count  out  the  same  number  on  his/her  half  and/or  does 
not  check  the  answer  using  the  operation  of  one-to-one 
correspondence  and/or  derives  the  vnrong  answer,  the 
teacher  says,  "No,"  at  the  point  of  error  and  says, 
"Too  many,"  "Not  enough,"  or  "Not  equal,"  and  goes  on 
to  Step  five. 

5.  The  teacher  secures  eye  contact,  presents  the  response  cue 
again  (See  Step  Three)  and  models  the  correct  response. 

6.  The  teacher  secures  eye  contact  and  presents  the  response 
cue,  "Make  your  side  equal  to  my  side." 

7.  The  teacher  evaluates  the  student's  response. 

a.  Correct  response:    Same  as  5a  except  the  teacher 
scores  an  "M." 

b.  Incorrect  response:    Same  as  Sb  except  the  teacher 
says,  "No,"  at  point  of  error  and  goes  on  to  Step  eight. 

8.  The  teacher  secures  eye  contact,  presents  the  response  cue, 
"Make  your  side  equal  to  my  side,"  and  primes  the  correct 
response  by  physically  guiding  the  student  through  it. 

The  teacher  consequates  the  correct  response  with  verbal 
praise  (e.g.,  "Good,  there  are  enough"  or  "Equal")  and  a 
smile.    The  data  sheet  is  marked  with  a  "P." 

9«    Follow  these  procedures  until  the  student  performs  correctly 
in  three  consecutive  trials. 


Sample  Data  Sheet 

Date 

Behavior  Objective 

Equality  2-3 

Array 

Vertical 

Name 

Trial 

Act.  1 

Act.  2 

Act. 

3 

Tot.  Correct 

Student  #1 

1 

♦ 

M 

♦ 

2 

2 

♦ 

P 

M 

1 

3 

♦ 

M 

♦ 

2 

4 

♦ 

♦ 

♦ 

3 

S 

♦ 

♦ 

♦ 

3 

6 

♦ 

♦ 

♦ 

3 

D.    Placing  the  Student 


Utilization  of  task  analyses  facilitates  individualization  of 
instruction.    Within  the  task  analysis  model,  each  student's  mastery 
of  various  objectives  can  be  assessed  before  instruction  and  they  may 


only  be  instructed  on  objecti*'«s  on  which  they  failed  and  for  which 
they  have  mastered  the  prerequisites.   Students  can  be  permitted  to 
proceed  through  the  curriculum  at  their  own  pace,  taking  longer  on 
trouble  spots  and  skipping  steps  on  which  they  demonstrate  mastery. 
The  determination  of  a  student's  entering  level  into  the  curriculum 
and  mastery  of  behavioral  objectives  is  assessed  through  administering 
baseline  measures  composed  of  a  sampling  of  items  from  selected 
behavioral  objectives. 

One  baseline  measure  (test)  is  given  for  each  selected  behavioral 
objective  and  basically  consists  of  implementing  steps  one  through 
four  of  the  basic  teaching  procedure  (i.e.,  without  consequating 
student  responses).    For  example,  the  baseline  measure  for  the  equality 
behavior  objective  was  as  follows: 

1.  The  teacher  »ays,  "Look"  and  secures  eye  contact  with  the 
materials. 

2.  Hie  teacher  puts  a  set  of  items  on  her  half  of  the  paper  in 
one  of  the  specified  arrays. 

3.  The  teacher  selects  one  student  and  says,  "S,  look  at  this," 
while  she  points  to  the  materials  and  says,'^'Make  your  side 
equal  to  my  side."   If  S  looks»  the  teacher  got^s  on  to  Step 
four.    If  £  does  not  look,  the  teacher  physically  primes 

S  to  look  and  then  gees  on  to  Step  four. 

4.  The  teacher  marks  s-  "•>"  for  a  correct  response  and  a  "«" 
for  an  error  response. 

A  similar  test  is  devised  for  each  selected  behavioral  objective. 
It  ih^  student  fails  the  test  and  has  the  requisite  behaviors,  he  is 
taught  the  skill.    If  he  passes,  he  moves  on  to  the  next  step  in  the 
sequence.    The  tests  are  given  in  the  same  easy  to  hard  sequence  as 
depicted  in  the  task  sequence. 

Obviously,  it  would  be  inefficient  to  test  the  students  on  every 
behavioral  objective  of  the  math  skill  sequence  before  beginning 
instruction.    Typically,  students  are  only  tested  on  skills  for  which 
they  have  demonstrated  the  requisite  behaviors.    For  instance,  a 
student  who  did  not  demonstrate  mastery  of  either  rational  counting 
or  one-to-one  correspondence  operations  would  not  be  tested  on  an 
addition  objective.   Similarly,  students  are  not  initially  tested  on 
every  objective  of  a  math  skill.   They  are  initially  tested  on  the 
highest  numbered  objectives  and  only  if  they  fail  these  objectives 
are  they  tested  on  lower  numbered  objectives.    For  example,  in 
testing  knowledge  of  "sets"  the  student  would  initially  be  tested 
on  objective  nine  and  only  if  he/she  failed  objective  nine  would 
he/she  be  tested  on  objective  8,  7,  6,  S,  etc. 
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In  evaluating  the  student's  entry  level,  a  checklist  or  grid  may 
be  devised  which  will  reflect  baseline  test  results.    Below  is  a  grid 
and  several  possible  testing  outcomes  are  depicted. 


Student :  Mike 


Skills 


ERIC 


Tests 
1     2  3 


Imi 


4|ation 


Motor 

Verbal 

Isolated  sounds 
Itihole  words 


♦  a  meets 
criterion 

-  a  does  not 

meet  criterion 


Sets  ... 

One-to-One  Correspondence 

Equals 

One>Many 

More/Less 

More 
Less 

More/ Less 

Counting 

Rational 
Rote 

Numeral  Recognition 
Matching  Numerals  to  Quantities 
Matching  Quantities  to  Numerals 
Ordering 

Addition 

Objects 

Numerals  and  Objects 

Numerals  and  Lines 

Numerals 

Fingers 

Facts 

Comments : 

This  evaluation  indicates  that  the  student  does  not  have  the 
requisite  imitation  skills  to  be  included  in  the  math  program.  When 
he  meets  criterion  in  the  motor  imitation  program,  he  can  begin  the 
math  program. 
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Student:  Larry 


Skills 


1 


Tests 
2 


3 


Imitation 


♦  •  meets 
criterion 


Motor 

Verbal 

Isolated  sounds 
Whole  words 


•  «  does  not 

meet  criterion 


Sets 

One-to-One  Correspondence 

Equals 

One -Many 

More/ Less 

More 
Less 

More/ Less 

Counting 

Rational 
Rote 

Numeral  Recognition 
Matching  Numerals  to  Quantities 
Matching  Quantities  to  Numerals 
Ordering 

Addition 

Objects 

Numerals  and  Objects 

Numerals  and  Lines 

Numerals 

Fingers 

Facts 


Comments; 

This  evaluation  indicates  that  the  student  has  the  prerequisite 
motor  imitation  skills  to  enter  the  program  at  the  level  of  sets. 

Verbal  operations  would  be  emphasized  after  the  student  has  mastered 
the  sound  imitation  criteria. 


Student:  Mary 

Tests 

Skills  1     2.  3 


Imitation 

Motor 
Verbal 

Isolated  sounds 

Whole  words 

Sets 

One-to-One  Correspondence 


♦  ♦  ♦ 

♦  ♦  ♦ 

m  m  m 

♦  ♦  ♦ 


♦  a  meets 
criterion 

.  m  does  not 

meet  criterion 

She  made 
approximations. 


Equals 

One-Many 

More/Less 


More 
Less 

More/ Less 


Counting 

Rational 
Rote 

Numeral  Recognition 
Matching  Numerals  to  Quantities 
Matching  Quantities  to  Numerals 
Ordering 

Addition 


Objects 

Numerals  and  Objects 

Numerals  and  Lines 

Numerals 

Fingers 

Facts 


Comments ; 

This  evaluation  indicates  that  the  student  has  met  the  imitation 
criteria  for  motor  and  verbal  behaviors.  Verbal  operations  would  be 
given  emphasis  in  this  student's  program. 


£.  Generalization 


The  ultimate  success  of  an  educational  program  lies  in  the  degree 
to  which  it  facilitates  maintenance  and  generalization  of  selected 
skills  across  environments.   Typically,  instructional  programs  hope 
for  generalization  but  neither  systematically  program  for  it  or 
measure  it.    For  example,  in  an  attonpt  to  facilitate  maintenance 
and  generalization  a  program  may  suggest  that  the  teacher  create 
generalization  situations  and  take  advantage  of  every  opportunity  to 
require  the  student  to  use  a  skill  across  environments.    However,  if 
the  success  of  a  program  is  to  be  assessed  in  terms  of  maintenance 
and  generalization  of  selected  skills,  the  student's  maintaining 
and  generalizing  the  use  of  selected  should  be  dealt  with  by  more 
than  suggestions.    For  each  major  skill  taught  in  a  program  (e.g., 
sets,  rational  counting*  addition)  a  generalization  objective  should 
be  stated  and  the  ultimate  success  of  the  program  should  be  based 
upon  the  students*  demonstrated  mastery  of  the  generalization 
objective.    A  student's  failure  to  master  a  generalization  objective 
would  indicate  a  need  for  more  instruction  and/or  a  revision  of 
objectives  and  program  contoit  such  that  they  would  more  readily 
facilitate  generalization.   For  example,  the  generalization  objective 
for  rational  counting  might  be:    Given  the  response  cue,  "How  many 
(objects)?"  count  out  (number)  (objects),"  or  "Give  me  (number) 
(objects),"  by  at  least  three  different  control  figures  (e.g.,  teacher, 
mother,  peer)  across  at  least  three  situations  (e.g.,  classroom, 
playground,  workshop)  the  student  should  count  out  the  correct 
number  of  objects. 

Instructional  Sequence;    The  student  should  be  able  to  count  out 
the  correct  number  of  objects  when: 

1.  in  the  classroom  and  the  student's  teacher  gives  the 
cue  to  respond 

2.  on  the  playground  and  the  student's  teacher  gives  the 
cue  to  respond 

3.  in  the  classroom  and  on  the  playground  when  a  teacher 
(not  the  student's)  gives  the  cue  to  respond 

4.  in  the  classroom,  on  the  playground  and  at  home  when 
the  student's  teacher,  another  teacher,  or  the  student's 
mother  gives  the  cue  to  respond. 

Note:    The  situations,  control  figures  and  sequence  should 
be  adapted  to  the  characteristics  of  specific  students' 
schools,  homes,  etc. 


VX .  Discussion 


The  utilization  of  task  analyses  and  skill  sequences  facilitates 
classroom  research.    It  allows  the  teacher  to  obtain  data  on  the 
order  in  which  objectives  were  learned  and  on  which  objectives  were 
difficult  or  easy  to  master.    This  information  can  be  used  to  revise 
task  analyses  and  skill  sequences  (e.g.,  slice  instructional  sequences 
into  smaller  steps  and  reorder  the  steps  in  a  sequence,  change 
response  cues  or  response  requirements).   An  empirically  based 
(student  data  based)  sequence  should  be  in  a  constant  state  of 
revision  in  accordance  with  the  dictates  of  the  student's  performance. 
The  math  sequence  may  be  considered  a  potential  sequence  in  the 
process  of  continual  refinement  and  revision. 
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TEACHING  A  FINGER  MANIPULATIVE  METHOD  FOR  SOLVING 
TWO  DIGIT  NUMBER  ADDITION  PROBLEMS  WITHOUT 
CARRYING  TO  SEVERELY  HANDICAPPED  STUDENTS' 

By 

Shirley  Krslnlch 
Madison  Public  Schools  and  University  of  Wisconsin 


Now  that  It  has  been  demonstrated  empirically  that  severely  handi- 
capped students  are  capable  of  acquiring  a  variety  of  functional  aca- 
demic skills  (Brown,  Bellamy,  Sontag,  1971;  Brown,  Sontag,  1972;  Brown, 
Scheuerman,  Cartwrlght,  York,  1573;  Brown,  Williams,  Crowner,  1974) 
special  educators  must  now  confront  questions  related  to  what  academic 
skills  to  teach,  how  to  teach  them,  and  In  what  sequence  they  should  be 
taught. 

One  area  of  academic  functioning' which  contains  Imperative  prere- 
quisites for  reasonably  independent  functioning  In  a  public  community 
living  situation  Is  mathematics  skills.    The  adding  and  subtracting 
required  In  purchasing  Interactions,  counting  large  quantities  In 
domestic  and  vocational  settings,  and  telling  time  and  functioning 
tfrom  time  clocks  are  but  a  few  of  the  mathematics  skill  clusters 
Pessary  for  solving  practical  problems  of  varying  complexity. 

Previous  empirically  verified  math  skill  programs  for  severely 
handicapped  students  have  emphasized  the  counting  of  objects  and  re- 
porting the  amount  (Brown,  Scheuerman,  Cartwrlght,  York,  1973);  count- 
ing money  (Bellamy  and  Laffln,  1972);  solving  simple  word  problems 
(Brown,  Shores,  Gadberry,  1971);  and  solving  horizontal  forms  of  basic 
addition  and  subtraction  problems  by  using  the  manipulative  method  of 
counting  lines  (Brown,  Bellamy,  Gadberry,  and  Sontag,  1971;  Bellamy  and 
Brown,  1971;  Bellamy,  Grelner  and  Buttars,  197^). 

The  math  program  presented  here  Is  an  attempt  to  extend  the  se- 
quence of  math  skills  referred  to  above  to  solving  two  digit  number 
addition  problems  without  carrying  while  concomitantly  teaching  the 
use  of  a  finger  manipulative  method. 

The  rationale  for  teaching  a  finger  manipulation  method  as  opposed 
to  a  manipulation  method  requiring  the  counting  of  lines  is  based  on 
the  following: 


This  paper  was  supported  In  part  by  Grant  No.  OEG-0-73-6137  to 
the  University  of  Wl scons  in-Mad  1  son  from  the  Department  of  HEW, 
Bureau  of  Education  for  the  Handicapped,  Division  of  Training 
Programs,  Washington,  D.C. 
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1.  The  drawing  of  lines  by  the  student  Is  more  time  consuming 
and  requires  a  substantial  amount  of  additional  paper  as 
numerical  values  increase. 

2.  The  correct  solution  of  a  problem  is  contingent  upon  the 
precise  drawing  of  lines  by  the  student.    That  is,  fingers 
are  more  discrete  entities  when  compared  with  the  usually 
less  than  precise  pencil  markings  of  young  severely  handi- 
capped students. 

3.  The  line  counting  method  employs  a  two  dimensional  repre- 
sentation of  the  addition  concept  by  enabling  the  student 
to  count  from  a  number  through  a  number  by  counting  lines. 
The  finger  method  utilizes  a  three  dimensional  representa- 
tion of  the  addition  concept  by  enabling  the  student  to 
count  from  a  number  through  a  number  byj:ounting  concrete 
objects.    It  is  generally  accepted  that  progressing  from 

3  to  2  dimensional  objects  is  a  tenable  instructional  se- 
quence (House  and  Zeaman,  1963:  Stevenson,  1972). 


Instructional  Prerequisites 

The  students  who  were  to  receive  instruction  in  this  program  were 
not  mathematically  naive  when  the  program  was  Initiated.    Before  formal 
instruction  in  this  program  began,  they  were  either  taught  or  requested 
to  verify  mastery  of  at  least  the  following  prerequisite  math  skills. 

1.  Audible  responses:    It  was  required  that  each  studeh^ 
demonstrate  the  ujility  to  articulate:  t 

a.  "Count  up"  for  the  addition  sign  iS 

b.  "Equals"  for  the  horizontal  equality  sign  (»),  and 
the  bar  equality  sign  "  ." 

2.  Rote  counting:    It  was  required  that  each  student  demon- 
strate the  ability  to  rote  count  aloud  in  sequence  from  1 
through  kO. 

3.  Numeral  recognition:    It  was  required  that  each  student 
demonstrate  the  ability  to  label  each  of  the  printed 
numerals  from  1  through  40  when  those  numbers  were  randomlv 
presented. 

k.  Numeral  writing:  It  was  required  that  each  student  demon- 
strate the  ability  to  print  the  numerals  f;'om  1  through  kO 
In  response  to  randomly  presented  cues. 

5.    Making  a  fist  and  counting  out  an  amount  using  fingers:  It 
was  required  that  each  student  demonstrate  the  ability  to 
make  a  flst(s)  and  count  out  from  0  through  9  fingers  in  re- 
sponse to  randomly  presented  number  cues. 
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6.  Making  a  fist  and  counting  from  a  number  to  a  number  using 
fingers;     It  was  required  that  each  student  demonstrate  the 
ability  to  count  from  a  number  less  than  9  to  a  number  not 
more  than  9  using  fingers. 

7.  Solving  a  horizontal  form  of  a  basic  addition  fact:     It  was 
required  that  each  student  demonstrate  the  ability  to  solve 
a  basic  addition  fact  presented  In  a  horizontal  form.  The 
responses  the  subject  performed  to  demonstrate  the  ability 
to  solve  the  problem  were  as  follows: 

a.  The  student  read  the  unsolved  problem  aloud. 

b.  The  student  labeled  the  "count  up"  sign  and  the  second 
numeral . 

c.  The  student  placed  his/her  fist  on  the  table  and  counted 
out  the  amount  of  fingers  designated  by  the  second  numeral 
by  outstretching  one  finger  at  ^  time  while  he/she  labeled 
each  finger  with  a  number  beginning  with  one.     (For  a 
problem  in  which  the  second  numeral  was  0,  the  student 
made  a  fist  and  responded  by  saying  "No  fingers."). 

d.  The  student  read  the  first  numeral  of  the  problem,  read 
the  "count  up"  sign  and  counted  on  his  outstretched 
fingers  beginning  with  the  number  that  followed  the 
first  numeral  of  the  problem  while  raising  and  lowering 
each  finger.     (For  a  problem  In  which  the  second  numeral 
was  0,  the  student  read  the  first  numeral,  read  the 
count  up  sign,  stated  that  the  zero  amount  was  "No 
fingers"  and  said  "Equals  (the  first  numeral  of  the 
problem. )" 

e.  The  student  wrote  the  last  number  verbalized  In  Step  d 
to  the  right  of  the  horizontal  equality  sign. 

f.  The  student  read  the  problem  and  the  solution  aloud. 

8.  Solving  a  vertical  form  of  a  basic  ^  idltlon  fact:    It  was 
required  that  each  student  demonstrate  the  ability  to  solve 
a  basic  addition  fact  presented  In  a  vertical  form.    The  re- 
sponses the  student  performed  to  demonstrate  the  ability  to 
solve  the  problem  were  the  same  as  prerequisite  7  above  with 
the  exception  that  the  student  wrote  the  answer  beneath  the 
bar  equality  sign  of  the  problem  (See  Response  e). 

9.  Reading  the  basic  components  of  a  two  digit  number  addition 
problem  -  Reading  the  basic  components  of  the  ones'  column: 
it  was  required  that  each  student  demonstrate  the  ability  to: 

a.  systematically  label  the  basic  components  of  a  two  digit 
number  plus  a  two  digit  number  addition  problem  without 
carrying  (e.g.,  12),  and  a  two  digit  number  plus  a  one 

±ii 

digit  number  addition  problem  without  carrying  (e.g., 

II); 
1_Z 

b.  systematically  label  the  basic  components  of  the  ones' 
column  of  the  problems  described. 
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JO.    Reading  the  basic  components  of  the  tens'  side  of  a  two  dlgtt 
number  addition  problem;    It  was  required  that  each  student 
demonstrate  the  ability  to  systematically  label  the  basic 
components  of  the  tens'  column  of  the  following  problems: 

a.  two  digit  number  plus  two  digit  number  addition  problems 
without  carrying; 

b.  two  digit  number  plus  one  digit  number  addition  problems 
without  carrying. 

n.    Delineating  place  value  of  a  number-tens  and  ones;    It  was  re- 
quired that  each  student  demonstrate  the  ability  to  clearly 
delineate  the  place  value  of  any  number  ranging  from  0  through 
kO  by  stating  the  digit  that  refers  to  the  amount  of  tens  and 
the  digit  that  refers  to  the  amount  of  ones.    This  skill  was 
demonstrated  by  the  following  eight  responses; 

a.  The  students  counted  quantities  of  single  sticks  as  ones. 

b.  The  students  counted  and  labeled  the  total  number  of  ones 
In  a  bundle  of  ten  ones. 

c.  The  students  labeled  the  amount  of  bundles  and  reported 
the  total  number  of  ones  In  those  bundles. 

d.  The  stu  lents  labeled  amounts  of  bundles  and  counted  the 
bundles  by  tens. 

e.  The  students  counted  out  quantities  using  bundles  of 
tens  and  InHWIdual  sticks  (ones). 

f.  The  studet       :ounted  a  specific  quantity*  wrote  the 
amount  of  that  quantity,  and  labeled  the  number  of 
tens'  and  ones'  In  that  quantity. 

g.  Given  a  numeral  from  I  through  40»  students  labeled 
the  numeral,  labeled  the  digit  that  referred  to  the 
number  of  tens  and  labeled  the  digit  that  referred  to 
the  number  of  ones.^ 


Task  Analysis 

After  each  student  verified  mastery  of  the  prerequisite  skills, 
formal  Instruction  began.    The  program  consisted  of  four  phases  (l-IV) 
which  were  defined  by  the  specific  properties  of  problems  within  each 
phase. 

Phase  I :    Teaching  students  to  solve  two  digit  number  plus  two 
digit  number  addition  problems  without  carrying  (e.g.,    12  ) 

±11 

in  whlcl)  the  second  digit  in  the  ones'  column  was  selected 
from  the  0  to  5  range  Inclusively,  by  using  a  seriated 
problem  solving  procedure. 


The  reader  Interested  In  a  more  detailed  presentation  of  the  pre- 
requisite steps  referred  to  above  Is  encouraged  to  contact:  Shirley 
Krslnich,  University  of  Wisconsin,  Department  of  Studies  in  Behavioral 
Disabilities,  2605  Marsh  Lane,  Madison,  Wisconsin,  53706. 
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Phase  I i ;    Teaching  students  to  solve  two  dfgft  number  plus  two 
dfglt  number  addition  problems  without  carrying  (e.g.,    11  ) 

±11 

in  which  the  second  digit  in  the  ones'  column  was  selected 
from  the  6  to  9  range  Inclusively,  by  using  a  seriated 
problem  solving  procedure. 

Phase  III;    Teaching  students  to  solve  two  digit  number  plus  one 
digit  number  addition  problems  without  carrying  (e.g.,    10  ) 

+  2 

in  which  the  second  digit  In  the  ones'  column  was  selected 
from  the  0  to  5  range  inclusively,  by  using  a  seriated 
prolem  soivlng  procedure. 

Phase  iV;    Teaching  students  to  solve  two  digit  number  plus  one 
digit  number  addition  problems  without  carrying  (e.g.,    11  ) 

+  8 

in  which  the  second  digit  in  the  ones'  column  was  selected 
from  the  6  to  9  range  inclusively,  by  using  a  seriated 
problem  solving  procedure. 


Seriated  Problem  Solving  Procedure 

The  students  were  to  solve  the  problems  of  Phases  I -IV  using  the 
seriated  problem  solving  procedure  outlined  below.    When  provided  with 
a  problem  card  and  the  verbal  cue,  "Read  and  wortc  the  problem  using 
your  fingers,"  students  will  perform  the  following  series  of  responses. 

1.  Students  will  read  the  unsolved  problem  aloud. 

2.  Students  will  read  the  ones'  column  of  the  problem  aloud. 

3.  Students  will  label  the  "couf.t  up"  (addition)  sign  and  the 
second  numeral  In  the  ones'  column. 

k.    Students  will  place  their  fists  on  the  table  and  count  out 
the  amount  of  fingers  designated  by  the  second  numeral  In 
the  ones'  column  by  outstretching  one  finger  at  a  time  while 
labeling  each  finger  with  a  number  beginning  with  one.  (For 
a  problem  in  which  the  second  numeral  in  the  ones'  column  is 
0,  students  will  make  a  fist  and  will  respond  by  saying  "No 
fingers.") 

5.    Students  will  read  the  first  numeral  in  the  ones'  column, 
read  the  "count  up"  sign,  and  will  count  their  outstretched 
fingers  beginning  with  the  number  that  follows  the  first 
numeral  in  the  ones'  column  while  raising  and  lowering  each 
finger.     (For  a  problem  In  which  the  second  numeral  in  the 
ones'  column  is  0,  students  will  read  the  first  numeral, 
read  the  count  up  sign,  state  that  the  zero  amount  is  "No 
fingers"  and  will  say  "Equals  (the  first  numeral  in  the 
ones'  column. " ) . 


6.  Students  will  write  the  number  verbal f zed  In  response  5 
beneath  the  bar  equality  sign  under  the  ones'  column. 

7.  Students  will  read  the  tens'  column  of  the  problem  aloud. 
(For  a  two  digit  number  plus  a  two  digit  number  addition 
problem,  students  will  read  the  problem  as  "One  ten  count 
up  one  ten  equals;"  for  a  two  digit  number  plus  a  one  digit 
number  addition  problem,  students  will  read  the  problem  as 
"One  ten  count  up  nothing  equals."} 

8.  Students  will  label  the  "count  up"  sign  and  the  second 
numeral  In  the  tens'  column. 

9.  Students  will  place  their  fists  on  the  table  and  count  out 
the  amount  of  fingers  designated  by  the  second  numeral  In 
the  tens'  column  by  outstretching  one  finger  at  a  time  while 
labeling  each  finger  wlt^  a  number  beginning  with  one.  (For 
a  two  digit  number  plus  ^one  digit  number  addition  problem 
which  does  not  have  a  second  numeral  In  the  tens'  column, 
students  will  make  a  fist  and  will  respond  by  saying  "No 
fingers.") 

10.  Students  will  read  the  first  numeral  In  the  tens'  column, 
read  the  "count  up"  sign  and  will  count  their  outstretched 
fingers  beginning  with  the  number  that  follows  the  first 
numeral   In  the  tens'  column  while  raising  and  lowering  each 
finger.     (For  a  two  digit  number  plus  a  one  digit  number 
addition  problem  which  does  not  have  a  second  numeral  In 
the  tens'  column,  students  will  read  the  first  numeral, 
read  the  "count  up"  sign,  state  that  the  null  amount  Is 
"No  fingers'  and  will  say  "Equals  (the  first  numeral  In 
the  tens'  column."). 

11.  Students  will  write  the  number  verbalized  In  response  10 
beneath  the  bar  equality  slgn^der  the  tens'  column. 

12.  Students  will  read  the  problem  and  the  solution  aloud. 


METHOD 

Students  (Ss) 

The  k  Ss  (Sp        S,  and  S/^)  ranged  In  chronological  age  from  11 
years  and  10  months  to  14  years  and  6  months  (X  =  12  years  and  II 
months)  In  I.Q.  scores  from  43  to       (X  «  kS)  and  In  years  In  public 
school  from  5  to  7  years  (X  =  5.5  years).    Ss  also  received  such 
medical  diagnoses  as  "Down's  Syndrome,"  "heart  condition  -  :ontrolled, 
"vision  difficulty,"  "moderately  to  severely  retarded,"  "operations: 
skin  graft  on  hands,"  "has  an  eating  problem  which  Is  psychologically 
and  emotionally  based."    Ss  were  enrolled  In  the  Madison  Public  School 
In  a  self-contained  classroom  within  a  school  for  severely  handicapped 
students. 


S|  was  an  11  year  and  10  month  old  Down's  Syndrome  boy  who  ob<- 
talned  an  I.Q.  score  of  kj  on  the  Stanford  Binet  Test  of  intelligence 
and  was  reported  to  be  ''functioning  In  the  upper  level  of  the  trainable 
range.''    According  to  school  records  In  his  cumulative  folder  he  was 
described  as  "eager,  attentive,  helpful  and  patient  ...  sometimes 
stubborn."  ...  "if  he  Is  not  Interested  In  a  tasic  he  is  Inclined  to 
be  disruptive."  ...  "needs  a  lot  of  fine  motor  development,  especially 
strengthening  fingers."    During  his  school  years,  S^^  has  also  had  a 
history  of  eating  only  soft  foods,  (I.e.,  baby  food,  mashed  potatoes, 
etc.).    Prior  to  public  school  placement  he  attended  a  Day  Care  Center 
for  young  handicapped  children. 

$2  was  a  Down's  Syndrome  boy  of  13  years  and  2  months  who  ob«* 
tained  an  i.Q.  score  of  k3  on  the  Stanford  BInet  Test  of  intelligence 
and  was  described  as  "functioning  In  the  moderately  retarded  range  In 
intelligence,  adaptive  behavior  and  motor  sicllls."    According  to 
records  in  his  cumulative  folder,  $2        reported  to  have  "severe 
speech  problems  that  greatly  hamper  communication  ...  frustration 
due  to  other's  inability  to  understand  him"  ...  "enthusiastic  and 
tries  very  hard"  ...  "likes  a  lot  of  teacher  attention."    $2  was  also 
described  in  his  medical  records  as  having  "vision  difficulty"  and 
subsequently  wears  glasses  at  all  times. 

S3  was  a  12  year  old  boy  who  obtained  an  i.Q.  score  of  kS  on  the 
Stanford  Binet  Test  of  Intelligence  and  was  described  as  "functioning 
in  the  upper  level  of  the  trainable  range."    School  records  contain 
the  medical  description  "Down's  Syndrome,"  "heart  condition  controlled; 
no  medication,  yearly  evaluation  by  cardiologist."    According  to  records 
In  his  cumulative  folder  he  was  reported  to  be  "socially  adept;  works 
for  attention"  ...  "if  someone  acts  out  In  a  group,  he  Is  likely  to 
follow  the  behavior"  ...  "has  poor  finger  control  and  dexterity." 
Prior  CO  public  school  placement  he  attended  a  Day  Care  Center  for 
young  handicapped  children. 

Sj^  was  a  boy  of  ]k  years  and  6  months  who  obtained  an  i.Q.  score 
of  kk  on  the  Weschler  intelligence  Scale  for  Children  and  was  described 
as  "functioning  in  the  moderate  to  severely  retarded  range  with  specific 
weaknesses  In  arithrietlc  and  vocabulary  skills."    S's  school  records 
contain  the  medical  description  "Down's  Syndrome,"  "3  operations:  skin 
graft  on  hands."    According  to  records  in  his  cumulative  folder  he  was 
described  as  "pleasant"  ...  "helpful"  ...  "cooperative  student"  ... 
"behavioral  ly  functioning  well  except  for  very  infrequent  temper  out-** 
bursts"  ...  "he  Is  a  good  model  for  the  others  in  his  group." 


Materials  and  Arrangement 

The  problems  in  Phases  i  end  !i  consisted  of  numbers  which  were 
selected  from  the  following  numerical  range: 

a.  The  top  numbers  were  selected  from  the  10-19  range,  inclusively. 

b.  The  bottom  numbers  were  selected  from  the  10-19  range.  In- 
clusively when  the  combination  of  the  top  and  bottom  numbers 
did  not  require  a  carryin<4  procedure. 


Material s 


Phase  I  required  the  use  of  8  addition  problems  which  were 
divided  into  2  sets  of  k  problems  each  (Set  i-T  and  Set  i-G). 
Set  I-T  consisted  of  k  Teaching  Problems  (Tl,  T2,  T3,  T4); 
Set  I-G  consisted  of  k  correlated  Generalization  Problems 
(G1 ,  G2»  G3,  G4).    The  following  are  the  Teaching  Problems 
of  Set  i-T  and  the  correlated  Generalization  Problems  of 
Set  l-G: 


Set  i-T;  Set  I-G: 

Tl       13'''  *first  digit  In  ones'  column  G1  12* 

•fl I  was  selected  from  1-5  range,  -♦•13 

inclusively 


T2       16*  I'fflrst  digit  In  ones*  column  G2  18* 

•fl3  was  selected  from  6-9  range,  +I1 

inclusively 

T3       17*  *flrst  digit  In  ones'  column  G3  19* 

+10  was  selected  from  6-9  range,  +10 

inclusively 

Ik       10*  *first  digit  In  ones'  column  6^  10* 

+12  was  0  +14 


The  correlation  between  problems  Tl  and  Gl  Is  based  on  the 
fol lowing: 

a.  The  first  digits  in  the  ones'  column  were  selected  from 
the  1-5  range,  inclusively. 

b.  The  second  digits  of  the  ones'  columns  were  selected  from 
the  1-5  range.  Inclusively.    Selection  from  this  range 
guaranteed  that  the  problem  could  be  solved  using  only 
one  hand  of  fingers. 

The  correlation  between  problems  T2  and  G2  Is  based  on  the 
fol lowing: 

a.  The  first  digits  In  the  ones'  columns  were  selected  from 
the  6-9  range,  inclusively. 

b.  The  second  digits  of  the  ones'  columns  were  selected  from 
the  1-5  range.  Inclusively.    Selection  from  this  range 
guaranteed  that  the  problem  could  be  solved  using  only 
one  hand  of  fingers. 

The  correlation  between  problems  T3  and  G3  Is  based  on  the 
fol lowing: 

a.  The  first  digits  in  the  ones'  columns  were  selected  from 
the  6-9  range.  Inclusively. 

b.  The  second  digits  in  the  ones'  columns  were  0. 

The  correlation  between  problems  Tk  and  Gk  is  based  on  the 
fol lowing: 
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a.  The  first  digits  in  the  ones'  columns  were  0. 

b.  The  second  digits  of  the  ones'  columns  were  selectee  rrom 
the        range.  Inclusively.    Selection  from  this  range 
guaranteed  that  the  problem  could  be  solved  using  only 
one  hand  of  fingers. 

All  Teaching  Problems  In  Set  i-T  and  all  Generalization 
Problems  In  Set  l-G  were  printed  vertical ly»  mimeographed 
and  cut  into  individual  problem  cards  which  measured 
approximately  3  1/2"  x  2  1/2."    The  numerals  on  each 
problem  card  were  3/^''  In  height.    Each  problem  card  had 
the  set  number  and  individual  problem  number  written  In 
the  upper  left  hand  corner. 

2.  Each  S^  was  provided  a  p^'xll  and  an  eraser. 

3.  The  consequences  dispensed  for  correctly  completing  a  problem 
without  assistance  were  as  follows: 

a.  Verbal  praise  (e.g.,  "Fantastic  working,'"  "Great  job.") 

b.  The  teacher  (T)  shook  hand  of  S. 

c.  During  Instruction  two  toicens  were  issued  immediately  upon 
correct  completion  of  a  problem  In  Sets  i-T  and  i-G.  One 
token  was  also  issued  to  S^  who  was  not  receiving  direct 
instruction  but  who  was  sitting  quietly  or  attending  to  T 
or  the  working  S.    At  the  conpletlon  of  a  teaching  session, 
S  exchanged  5  tokens  for  I  penny.    Remaining  tokens  were 
carried  over  to  the  subsequent  teaching  session.  The 
pennies  earned  during  the  teaching  sessions  and  during 
other  academic  activities  were  exchanged  for  Items  In  the 
classroom  store. 

k.    A  5"  X  8"  '        :  d  containing  the  following  12  instructional 
cues  type  ...lerlcal  order  which  correspond  to  the  12  re- 

quired Sitffidted  responses  was  constructed. 

1.  "Read  the  problem*" 

2.  T  drew  a  vertical  line  between  the  tens  and  ones  place  of 
the  numbers  through  the  answer  slot  (e.g.,    I  I  2)  and 


issued  cue:    "Read  the  ones'  side  of  the  probrCTi." 

3.    "How  many  do  you  count  up  on  the  ones'  side?" 

For  problems  in  which  the  second  digit  in  the  ones'  column 
Is  greater  than  zero:    "Make  a  fist,  count  out  that  many 
fingers."    For  problems  in  which  the  second  digit  In  the 
ones'  column  Is  zero:    "How  many  fingers  do  you  count  up 
for  zero?" 

5.  "Work  the  problem." 

6.  "What  Is  the  answer,  (S^  responded),  write  it." 
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7.  "Read  the  tens'  side  of  the  problem." 

8.  "How  many  do  you  count  up  on  the  tens'  side?" 

9.  For  a  2  digit  number  plus  a  2  digit  number  problem,  (e.g. »  12  ) 

±12 

which  has  a  second  digit  in  the  tens'  column:  "Make  a  fist, 
count  out  that  many  fingers."  For  a  2  digit  number  plus  a  1 
digit  number  problems,  {e.g.,    12)  which  does  not  have  r  second 

±2 

digit  In  the  tens'  column:    "How  many  fingers  do  you  count  up 
for  nothing?" 

10.  "Work  the  problem  on  the  tens'  side." 

11.  "What  is  the  answer,  (S^  responded),  write  It." 

12.  "Read  the  whole  problem." 

5.    Data  sheets  used  to  record  progress  on  each  Individual  problem 
of  Sets  l-T  and  i-G  are  presented  In  Appendix  A. 


Arrangement 

Five  Ss,  k  of  which  were  receiving  instruction  in  this  program,, 
were  divided  into  groups  of  2  Ss  each.    The  remaining  S  received 
instruction  on  prerequisites  to  this  program  and  was  included  for 
group  Instructional  purposes.    Baseline  and  teaching  procedures 
were  Implemented  In  2  Ss  and  1  T  settings.    The  arrangement  of  the 
3  groups  during  teaching  sessions  was  as  follows:    Ss  1  and  2  were 
seated  at  a  trapezoidal  table.    S]  was  seated  facing  T  and  $2  was 
seated  to  the  right  or  left  of  T. 


Phase  i I : 

Materials 

1.    Phase  II  required  the  use  of  k  addition  problems  which  were 
divided  into  2  sets  of  2  problems  each  (Set  M-T  and  Set  ll-G). 
Set  ll-T  consisted  of  2  Teaching  Problems  (T1 ,  T2) ;  Set  il-G 
consisted  of  2  correlated  Generalization  Problems  (G1 ,  G2) . 
The  following  are  the  Teaching  Problems  of  Set  11-6: 

Set  ll-T;  Set  Il-G: 

T1       II*''  'fflrst  digit  in  ones'  column 

•fl 7  was  selected  from  1-5  range, 

inclusively 


G1  13-^ 
•fl6 


T2       lO-v  -vfirst  digit  In  ones'  column  G2  \0'' 

+18  was  0  +17 
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The  correlation  between  problems  T1  and  61  Is. based  on  the 
following: 

a.  The  second  digits  of  the  ones'  columns  were  selected  from 
the  1-5  range.  Inclusively. 

b.  The  second  digits  of  the  ones'  columns  were  selected  from 
the  6-9  range.  Inclusively.    Selection  fron  this  range 
guaranteed  that  the  problem  could  be  solved  using  two 
hands  of  fingers. 

The  cor    ! at  Ion  betwer-  problems  T2  and  G2  Is  based  on  the 
fol lowing: 

a.  The  first  digits  In  the  ones'  columns  were  0. 

b.  The  second  digits  of  the  ones'  columns  were  selected  from 
the  6-9  range.  Inclusively.    Selection  from  this  range 
guaranteed  that  the  problem  could  be  solved  using  two 
hands  of  fingers. 

All  Teaching  Problems  In  Set  II -T  and  all  Generalization 
Problems  In  Set  ll-G  were  printed  vertically,  mimeographed 
and  cut  Into  Individual  problem  cards  which  measured  approx- 
imately 3  1/2"  X  2  1/2."    The  numerals  on  each  problem  card 
were  3/V'  In  height.    Each  problem  card  had  the  set  number 
and  Individual  problem  number  written  In  the  upper  left  hand 
corner. 

2.  Each  S  was  provided  a  pencil  and  an  eraser. 

3.  The  consequences  I  dispensed  for  correctly  completing  a  problem 
without  assistance  were  as  follows: 

a.  Verbal  pralsfe  (e.g.,  "Fantastic  working,"  "Great  job.") 

b.  T  shook  handf  of  S. 

c.  During  Instruction  two  tokens  were  Issued  Immediately  upon 
correct  completion  of  a  problem  In  Set  ll-T  and  ll-G.  One 
token  was  also  Issued  to  S2  who  was  not  receiving  direct 
instruction  but  who  was  sitting  quietly  or  attending  to  T 
or  the  working  S.    At  the  completion  of  a  teaching  session, 
S  exchanged  5  tokens  for  1  penny.    Remaining  tokens  were 
carried  over  to  the  subsequent  teaching  session.  The 
pennies  earned  during  the  teaching  sessions  and  during 
other  academic  activities  were  exchanged  for  Items  In  the 
classroom  store. 

k.    A  5"  X  8"  cue  card  containing  the  twelve  Instructional  cues 
typed  In  numerical  order.     (See  Phase  I,  Materials,  Cue  Card) 

5.    Data  sheets  used  to  record  progress  on  each  Individual  problem 
of  Sets  ll-T  and  ll-G  are  presented  In  Appendix  A. 

Arrangement 

Six  Ss,  5  of  which  were  receiving  Instruction  In  this  program, 
were""dlvlded  Into  groups  of  2  S,s  each.    The  remaining  S  re- 
ceived Instruction  on  prerequisites  to  this  program  and  was 
included  with  the  5  Ss  for  group  Instructional  purposes. 
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Baseline  and  teaching  procedures  were  implemented  in  2  Ss  and 
1  T  settings.    The  arrangement  of  the  3  groups  during  teaching 
sessions  was  as  follows:    Ss  I  and  2  were  seated  at  a  trape- 
zoidal table.    S|  was  seated  facing  T  and      was  seated  to  the 
right  or  left  of  T. 

The  problems  in  Phases  lii  and  IV  consisted  of  numbers  which 
were  selected  from  the  following  numerical  range: 

a.  The  top  numbers  were  selected  from  the  10-19  range, 
inclusively. 

b.  The  bottom  numbers  were  selected  from  the  0-9  range. 
Inclusively  when  the  combination  of  the  top  and  bottom 
numbers  did  not  require  a  carrying  procedure. 


Phase  111: 
»  *  Materials 


Phase  Jll  required  the  use  of  8  addition  problems  which  were 
divided  into  2  sets  of  4  probjeijis  each  (Set  lll-T  and  Set  III- 
G).    Set  lll-T  consisted  of  k  Teaching  Problems  (T1 ,  T2,  T3, 
T4);  Set  lll-G  consisted  of  k  correlated  Generalization  Problems 
(Gl,  62,  G3,  64).    The  following  are  the  Teaching  Problems  of 
Set  ill-T  and  the  correlated  Generalization  Problems  of  Set  Ml- 
6: 

Set  Hl-T:  Set  iil-G; 

T1       12*  -vflrst  digit  in  ones'  column  61  13" 

♦  2  was  selected  from  1-5  range,  ±Jj; 

Inclusively 

T2       16*  ^'fflrst  digit  In  ones*  column  62  I?* 

•»  1  was  selected  from  6-9  range,  ±_2 

Inclusively 

T3       18*  -'fflrst  digit  In  ones'  column  63  19* 

•f  0  was  selected  from  6-9  range,  0 

Inclusively 


Tk       10*  *flrst  digit  In  ones'  column  64  10 

•f  3  was  0  IlJ. 

The  correlation  between  problems  Tl  and  61  Is  based  on  the 
fol lowing; 

a.  The  first  digits  In  the  ones'  columns  were  selected  from 
the  1-5  range.  Inclusively. 

b.  The  second  digits  of  the  ones'  columns  were  selected  from 
the  1-5  range.  Inclusively.    Selection  from  this  range 
guaranteed  that  the  problem  could  be  solved  using  only 
one  hand  of  fingers. 

The  correlation  between  problems  T2  and  62  Is  based  on  the 
fol lowing: 
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d.    The  first  digits  In  the  ones*  columns  were  selected  from 

the  6-9  range 9  inclusively. 
b«    The  second  digits  of  the  ones'  columns  were  selected  from 

the  1-5  range^  Inclusively.    Selection  from  this  range 

guaranteed  that  the  problem  could  be  solved  using  only 

one  hand  of  fingers. 

The  correlation  between  problems  T3  and  G3  Is  based  on  the 
fol lowing: 

a.  The  first  digits  In  the  ones*  columns  were  selected  from 
the  6-9  range,  inclusively. 

b.  The  second  digits  In  the  ones'  column  were  0, 

The  correlation  between  problems  Ik  and       Is  based  on  the 
fol lowing: 

a.    The  first  digits  In  the  ones*  columns  were  0, 
b«    The  second  digits  of  the  ones*  columns  were  selected  from 
the  1-5  range,  Inclusively.    Selection  from  this  range 
guaranteed  that  the  problem  could  be  solved  using  only 
one  hand  of  fingers. 

All  Teaching  Problems  In  Set  iM-T  and  all  Generalization 
Problems  In  Set  Ili-G  were  printed  vertically,  mimeographed 
and  cut  into  individual  problem  cards  which  measured  approx- 
imately 3  1/2**  X  2  1/2.**    The  numerals  on  each  problem  card 
were  3A**  In  height.    Each  problem  card  had  the  set  number 
and  individual  problem  number  written  In  the  upper  left  hand 
corner. 

2.    Each  S  was  provided  a  pencil  and  an  eraser. 

3«    The  consequences  dispensed  for  correctly  completing  a  problem 
without  assistance  were  as  follows: 

a.  Verbal  praise  (e.g.,  **Fantastlc  working,**  **Great  job.**) 

b.  T  shook  hand  of  S. 

c.  During  instruction  two  tokens  were  issued  Immediately  upon 
correct  completion  of  a  problem  In  Sets  ii'-T  and  lli-G. 
One  token  was  also  issued  to  S2  who  was  not  receiving 
direct  instruction  but  who  wa7  sitting  quietly  or  attending 
to  T  or  the  working  S.    At  the  completion  of  a  teaching 
session  S  exchanged  5  tokens  for  I  penny.    Remaining  tokens 
were  car7led  over  to  the  subsequent  teaching  session.  The 
pennies  earned  during  the  teaching  sessions  and  during 
other  academic  activities  were  exchanged  for  Items  In  the 
classroom  store. 

k.    A  5**  X  8'*  cue  card  containing  the  twelve  Instructional  cues 
typed  In  numerical  order.     (See  Phase  i.  Materials.  Cue  Card). 

5«    Data  sheets  used  to  record  progress  on  each  individual  problem 
of  Sets  lii-T  and  i)i-G  are  presented  In  Appendix  A. 
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Arrangement 

Six  SSt  S  of  which  were  receiving  instruction  in  this  program, 
were  divided  into  groups  of  2  £s  each.    The  remaining  S  received 
instruction  on  prerequisites  to  this  program  and  was  included 
with  the  5  Ss  for  group  Instructional  purposes.    Baseline  and 
teaching  procedures  were  implemented  in  2  Ss  and  I  T  settings. 
The  arrangement  of  the  3  groups  during  teaching  sessions  was  as 
follow:;:    Ss  I  and  2  were  seated  at  a  trapezoidal  table.    S]  was 
seated  facing  T  and  S2  was  seated  to  the  right  or  left  of  T. 

Phase  tV; 

Materials 

I.    Phase  iV  required  the  use  of  4  addition  problems  which  were 
divided  into  2  sets  of  2  problems  each  (Set  iV-T  and  Set  iV- 
G).    Set  IV-T  consisted  of  2  Teaching  Problems  (Tl ,  T2) ;  Set 
iV-G  consisted  of  2  correlated  Generalization  Problems  (Gl , 
G2).    The  following  are  the  Teaching  Problems  of  Set  IV-T  and 
the  correlated  Generalization  Problems  of  Set  iV-G: 

Set  IV-T:  Set  IV-G: 

Tl       13'''  *first  digits  in  ones'  column  Gl  M* 

6  was  selected  from  1-5  range,  -f  7 

inclusively 

T2       lO^v  -'ffirst  digits  In  ones'  column  G2  10* 

•f  8  was  0  •»  9 

The  correlation  between  problems  Tl  and  Gl  Is  based  on  the 
following: 

a.  The  first  digits  In  the  ones'  columns  were  selected  from 
the  1-5  range,  inclusively. 

b.  The  second  digits  of  the  ones'  columns  were  selected  from 
the  6*9  range,  inclusively.    Selection  from  this  range 
guaranteed  that  the  problem  could  be  solved  using  two 
hands  of  fingers. 

The  correlation  between  problems  T2  and  G2  Is  based  on  the 
fol lowing: 

a.  The  first  digits  In  the  ones'  columns  were  0. 

b.  The  second  digits  of  the  ones'  columns  were  selected  from 
the  6-9  range.  Inclusively.    Selection  from  this  range 
guaranteed  that  the  problem  could  be  solved  using  two 
hands  of  fingers. 

All  Teaching  Problems  In  Set  iV-T  and  all  Generalization  Prob- 
lems In  Set  iV-G  were  printed  vertically,  mimeographed  and  cut 
into  Individual  problem  cards  which  measured  approximately 
3  1/2'  X  2  1/2."    The  numerals  on  each  problem  card  were  3/V' 
in  height.    Each  problem  card  had  the  set  number  and  Individual 
problem  number  written  in  the  upper  left  hand  corner. 
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2.  Each  S  was  provided  a  pencil  and  an  eraser. 

3.  The  consequences  dispensed  for  correctly  completing  a  prob«* 
iem  without  assistance  were  as  follows: 

a.  Verbal  praise  (e.g.,  '^Fantastic  working,"  "Great  job.") 

b.  T  shook  hand  of  S. 

c.  During  instruction  two  tokens  were  Issued  Immediately 
upon  correct  completion  of  a  problem  In  Set  IV'-T  and 
iV-G.    One  token  was  c^so  Issued  to 

receiving  direct  Instr  ctlon  but  who  was  sitting 
quietly  or  attending  to  T  or  the  working  S.    At  the 
completion  of  a  teaching  session     exchanged  5  tokens 
for  1  penny.    Remaining  tokens  were  carried  over  to  the 
subsequent  teaching  session.    The  pennies  earned  during 
the  teaching  sessions  and  curing  other  academic  activ- 
ities were  exchanged  for  Items  In  the  classroom  store. 

k.    A  3"  X  8"  cue  card  containing  the  twelve  instructional  cues 
typed  in  numerical  order.     (See  Phase  1,  Materials,  Cue  Card) 

5.    Data  sheets  used  to  record  progress  on  each  Individual  problem 
of  Sets  iV«T  and  iV-*G  are  presented  in  Appendix  A. 


Arrangement 

Slx^St  5  of  which  were  receiving  Instruction  In  this  program, 
were**dlvlded  Into  groups  of  '  S,s  each.    The  remaining  S^  received 
instruction  on  prerequlsltci  to  this  program  and  was  IrTcluded 
with  the  5  ^s  for  group  Instructional  purposes.    Baseline  and 
teaching  procedures  were  Implemented  in  2  S^s  and  I  T[  settings. 
The  arrangement  of  tho  3  groups  during  teaching  sessions  was  as 
follows:         I  and  2  were  seated  at  a  trapezoidal  table.    S}  was 
seated  facing  J  and  Sl2        seated  to  the  right  or  left  of  T. 

Teaching  Procedures 

Phase  I ;    Teaching  Ss  to  solve  two  digit  number  plus  two  digit 
number  addition  problems  without  carrying,  (e.g.,    12)  In 

±11 

which  the  second  digit  In  the  ones*  column  was  selected  from 
the  0  to  5  range  Inclusively,  by  using  a  seriated  problem 
solving  procedure. 


Baseline  Procedures;    Each^'s  ability  to  correctly  solve 
the  k  ftkachlng  Problems  of  Set  l-T  and  the  k  correlated 
Gene ralTzat Ion  Problems  of  Set  i«*G  by  using  a  seriated 
problem  solving  procedure  was  obtained  prior  to  Instruc** 
tlon.    Baseline  measures  were  obtained  as  follows: 

T  presented  problem  card  Tl  to       and  Issued  the  cue: 
"S] ,  read  and  work  the  problem  using  your  finger^." 
T  recorded  a  correct  response  (-«-)  on  the  data  sheet 
for  each  correctly  seriated  response,    if  S]  responded 
incorrectly,  T  marked  an  Incorrect  response  (-)  on  the 
^  data  sheet,    it  should  be  noted  that  responses  were 
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not  recorded  after  the  initial  incorrect  response. 
As  soon  as  S|  completed  or  ceased  working  the  prob- 
lem, T  said^'Thank  you,"  but  did  not  give  any  in- 
dication as  to  accuracy.    T  then  removed  the  problem 
from  S I ,  and  presented  $2  with  problem  Gl.  T  then 
issued  the  cue  "S2>  read  and  work  the  problem  using 
your    'ngers",  and  record ft  correct  response  f^r  each 
correc.    '  seriated  response,    if  ^2  responded  In- 
correctly, T  recorded  an  incorrect  response,  it 
should  ba  noted  that  responses  were  not  recorded 
after  the  Initial  incorrect  response.    As  soon  as 
$2  completed  or  ceased  working  the  problem,  T  said 
^thank  you,"  but  did  not  give  any  indication  as  to 
accuracy.    T  then  removed  the  problem  card  from  S,2» 
presented  S|  with  problem  card  T2,  and  issued  the 
cue,  "^1 ,  7ead  and  work  the  problem  uslrrg  your 
flngerT."  etc.    This  procedure  was  followed  until 
each  S  had  the  opportunity  to  respond  to  each  of 
the  '♦"leaching  Problems  of  Set  l-T  and  each  of  the 
k  correlated  Generalization  Problems  of  Set  l-G. 

Teaching  Procedures:    T  presented  problem  card  Tl  to  S^  and 
issued  the  verbal  cue:    "S | ,  read  and  work  the  problem 
using  your  fingers."    As  S\  progressed  through  the  prob- 
lem without  error,  T  recorded  each  correctly  seriated  re- 
sponse.   If  S]  solved  a  problem  by  correctly  performing 
all  12  serlaTed  responses,  T  smiled,  verbally  praised  S, 
provided  2  tokens,  shook  S^s  hand  and  removed  the  problem. 
T  then  presented  a  different  problem  card  to  $2  Issued 
The  verbal  cue,  "$2*  read  and  work  the  problem  using  your 
fingers"  etc.    If  S|  made  an  error  response  teaching  pro- 
cedures were  liranedlately  Initiated  until  S^|  solved  the 
problem  correctly  with  the  assistance  of  T.    Two  types 
of  teaching  procedures  were  used  depending  upon  whether 
S  made  one  or  more  errors.    That  Is,  error  responses  were 
divided  into  two  categories:    Type  A  Errors  were  defined 
as  the  first  incorrect  response  made.    After  the  initial 
error  response  was  corrected,  T  then  proceeded  to  issue 
remaining  instructional  cues  until  S  solved  the  problem 
correctly.    If  S^  made  an  error  response  to  the  remaining 
instructional  cues,  that  error  was  considered  a  Type  B 
Error  and  different  Instructional  procedures  were  initiated. 
A  more  detailed  explanation  of  Type  A  and  Type  B  Errors 
and  their  respective  teaching  procedures  Is  outlined  below: 
Type  A  Error:    The  first  time  S\  did  not  respond  or 
responded  incorrectly,  T  ImmedTately  said,  "No,  wrong" 
and  recorded  an  incorrect  response.    T  then  provided 
the  Instructional  cue  (See  Phase  I -Materials-Cue  Card) 
for  the  response  prior  to  the  error  response,  unless 
Sj  incorrectly  responded  or  the  first  response  In 
which  case  the  first  instructional  cue  was  issued. 
The  procedures  used  to  correct  Type  A  Errors  are  pre- 
sented below: 

ERIC 


If  Si  responded  correctly  to  the  Instructional 
cue  for  the  response  prior  to  the  Initial  error 
response,  T  verbally  praised  S|  and  then  Issued 
the  Instructional  cue  for  the"""error  response." 
If  S|  responded  incorrectly  to  the  Instructional 
cue  for  the  response  prior  to  the  Initial  error 
response  (a  second  error),  T  initiated  the 
teaching  procedure  outlined  for  this  Type  B 
Error. 

If  S|  responded  correctly  to  the  Instructional 
cue  for  the  "error  response",  T  verbally  praised 
S]  and  then  Issued  the  InstrucTlonal  cues  for 
the  remaining  responses,  verbally  praising  each 
correct  response  until  S\  solved  the  problem 
with  the  assistance  of  T.    When  *:he  problem  was 
solved,  T  verbally  praised  S|  and  presented  the 
contingency  that  If  S]  completed  the  next  problem 
wl thout  assistance  from  T,  she  would  receive  a 
hand  shake  and  2  tokens. 

If  S]  responded  Incorrectly  to  the  Instructional 
cue  for  the  "error  response",  T  repe-ted  the 
Instructional  cue.    if  S>]  responded  correctly, 
T  verbally  praised  S|  and  then  Issued  the  In- 
structional cues  for  the  remaining  responses, 
verbally  praising  each  correct  response  until 
S|  solved  the  problem  with  the  assistance  of  T. 
Upon  cotripletlon  of  the  problem,  T  verbally 
praised  S|  and  presented  the  contingency  that 
If  S]  completed  the  next  problem  without 
assistance  from  T,  she  would  receive  a  hand 
shake  and  2  tokens. 

If  S|  continued  to  respond  Incorrectly  to  the 
instructional  cue  for  the  "error  response",  T 
repeated  the  Instructional  cue,  modeled  the  ~ 
correct  response  and  then  reissued  the  instruc- 
tional cue.    If  S,j  responded  correctly,  T  ver- 
bally praised  S|~and  then  Issued  the  Instruct  I onal 
cues  for  the  remaining  responses,  until  S\  solved 
the  problem  with  the  assistance  of  T.  Upon 
completion  of  the  problem,  T  verbally  praised 
Sj  and  presented  the  contingency  that  if  S| 
solved  the  next  problem  without  assistance 
from  T,  she  would  receive  a  hand  shake  and  2 
toke.is. 

If  continued  to  respond  Incorrectly  to  the 
Instructional  cue  for  the  error  response,  the 
procedure  described  In  c  above  was  repeated. 


Type  B  Error:    If  S|  responded  Incorrectly  to  any  of 
the  remaining  cues^after  the  Initial  error  was  cor- 
rected, T  repeated  the  Instructional  cue  for  the 
"error  response"  but  did  not  give  the  Instructional 
cue  for  the  response  prior  to  the  error  resp^^nse. 
The  procedures  used  to  correct  Type  B  Errors  are 
presented  below: 

a.  If  Si  responded  correctly  to  the  Instructional 
cue  for  the  "error  response",  T  verbally 
praised      and  then  Issued  the  Instructional 
cues  for""the  remaining  responses  verbally 
praising  each  correct  response  until  S]  solved 
the  problem  with  the  assistance  of  T.  Upon 
completion  of  the  problem,  T  verbally  praised 
S]  and  then  presented  the  contingency  that  If 
S]  solved  the  next  problem  without  assistance 
from  T,  she  would  receive  a  hand  shake  and  2 
tokens. 

b.  If  Si  responded  Incorrectly  to  the  Instructional 
cue  Tor  the  "error  response",  T  repeated  the 
Instructional  cue.    If       responded  correctly, 

T  verbally  praised  S\  and  then  Issued  the  In- 
structional cues  fo7  the  remaining  responses 
verbally  praising  each  correct  response  until 
S]  solved  the  problem  with  the  assistance  of  T. 
When  the  problem  was  completed,  T  verbally 
praised  S^  and  presented  the  contingency  that 
If  Sj  solved  the  next  problem  without  the 
assistance  of  T,  she  would  receive  a  hand 
shake  and  2  tokens. 

c.  If  S|  continued  to  reopond  incorrectly  to  the 
instructional  cue  for  the  "error  response",  T 
repeated  the  Instructional  cue,  modeled  the 
correct  response  and  then  reissued  the  Instruc- 
tional cue.    If  ;5|  responded  correctly,  T  ver- 
bally praised  S|  "and  then  Issued  the  Instruc- 
tional cues  for  the  remaining  responses,  ver- 
bally praising  each  correct  response  until  S| 
solved  the  prpblem  with  the  assistance  of  T. 
When  the  problem  was  completed,  T  verbally 
praised  S|  and  presented  the  contingency  that 
If  Sj  completed  the  next  problem  without 
assistance  from  T,  she  would  receive  a  hand 
shake  and  2  tokens. 

d.  If  St  continued  to  respond  Incorrectly  to  the 
Instruction  cue  for  t'je  "error  response",  the 
procedure  described  In  c  above  was  repeated. 

These  procedures  were  followed  until  Sj  solved  all 
problems  without  the  assistance  of  T. 


369 


Phase  H:    Teaching  Ss  to  soWe  two  digit  number  plus  two  digit 
number  addition  problems  without  carrying,  (e.g.. t 1 )  in 

which  the  second  digit  In  the  ones'  column  was  selected  from 
the  6  to  9  range  Inclusively,  by  using  a  seriated  problem 
solving  procedure. 

Baseline  procedures:    Baseline  measures  of  each  ^'s  ability  to 
correctly  solve  the  2  Teaching  Problems  of  Set  ll-T  and 
the  2  correlated  General t^at Ion  Problems  of  Set  ll-G  by 
using  a  seriated  problem  solving  procedure  were  obtained 
individually  prior  to  instruction. 

Since  Ss  attained  criterion  performance  In  Phase  I  at 
different  times,  baseline  measures  of  the  skills  required 
in  Phase  li  were  obtained  In  a  group  setting  while  In- 
struction on  the  ski  Ms  required  In  Phase  I  was  being 
provided.    Baseline  measures  were  obtained  as  follows: 
T  presented  problem  card  Tl  to  S|  and  Issued  the  cue: 
"S ] ,  read  and  work  the  problem  using  your  fingers."  T 
recorded  a  correct  response  for  each  correctly  seriated 
response.    If  S]  responded  Incorrectly,  T  recorded  an 
incorrect  response  on  the  data  sheet.    It  should  be  noted 
that  responses  were  not  recorded  after  the  initial  in- 
correct response.    As  soon  as  S]  completed  or  ceased 
working  the  problem,  T  said,  "Thank  you,"  but  did  not 
give  any  indication  as  to  accuracy.    T  then  removed  the 
problem,  presented  S]  with  problem  card  T2  and  issued 
the  cue,  "Sp  read  and  work  the  problem  using  your 
fingers." 

These  procedures  were  followed  until  each  S  had  the  oppor- 
tunity to  respond  to  each  of  the  2  Teaching  Problems  of 
Set  ll-T  and  each  of  the  '»  correlated  Generalization  Prob- 
lems of  Set  i  i-G. 

reaching  procedures;    The  Teaching  Procedures  used  to  teach 
the  skills  required  in  Phase  !  were  used  to  teach  the 
skills  required  in  ^hase  il. 

Phase  Mi:    Teaching  Ss  to  solve  two  digit  number  plus  one  digit 
number  addition  problems  without  carrying,  (e.g.,    10)  In 

  ±-1 

which  the  second  digit  in  the  ones'  column  was  selected  from 
r.he  0  to  5  range  inclusively  by  using  a  seriated  problem 
solvin9  procedure. 

Ba'.eline  procedures:    The  procedures  used  to  obtain  baseline 
measures  of  the  skills  required  in  Phase  til  were  the 
same  as  the  baseline  procedures  described  I.i  Phase  ii. 

Teaching  procedures:    The  procedures  used  to  teach  the  skills 
required  in  Phase  II  were  used  in  Phase  II  with  the  excep- 
tion that  instructional  cue  9  was  modified  as  follows: 
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For  a  2  digit  number  plus  a  one  digit  number  addition 
problem  which  did  not  have  a  second  digit  In  the  tens' 
column  t*^e  cue  "How  many  fingers  do  vou  count  up  for 
nothing?"  was  used. 

Phase  IV;    Teaching  Ss  to  solve  two  digit  number  plus  one  digit 
number  addition  problems  without  carrying,  (e.g..    11)  In 

+  8 

which  the  second  digit  In  the  ones'  column  was  selected  from 
the  6  to  9  range  Inclusively,  by  using  a  seriated  problem 
solving  procedure. 

Baseline  procedures:    The  procedure  used  to  obtain  baseline 
measures  of  the  skills  required  If)  Phase  iV  were  those 
,  used  In  Phases  i»  ii  and  ill. 

Teaching  procedures:    The  procedures  used  to  teach  the  skills 
requlrad  In  Phase  IV  were  the  same  as  those  used  In 
Phase  lii. 


RESULTS 


Measures  of  each  S's  ability  to  perform  the  skills  required  In 
Phases  l-IV  were  obtained  prior  to  (baseline)  and  during  instruction 
(teaching).    A  general  design  of  the  entire  program  is  outlined  as 
fol lows: 


1.  Baseline  Phase  i 

2.  Teach  Phase  i 

3.  Baseline  Phase  Ii 
h.  Teach  Phase  I t 


5.  Basel Ine  Phase  i 1 1 

6 .  Teach  Phase  I i  i 

7.  Basel Ine  Phase  iV 

8.  Teach  Phase  iV 


Definition  of  Criterion  Performance  for  Each  Type  of  Problem 

For  teaching  problems  (T),  Ss  were  required  to  correctly  solve 
each  problem  by  performing  twelve  seriated  responses  on  two  consecutive 
occasions.    For  generalization  problems  (G),  Ss  were  required  to  cor- 
rectly solve  each  problem  by  performing  twelve  seriated  responses  on 
one  occasion.    For  generalization  teaching  pr<^blems  (GT),  Ss  were  re- 
quired to  correctly  solve  each  problem  by  performing  twelve  seriated 
responses  on  two  consecutive  occasions. 

Phase  i :    Teaching  Ss  to  so    e  two  digit  number  plus  two  digit  number 
addition  problems  wlthoot  carrying,  (e.g.."    12)  In  which  the 

ill 

second  dlctt  in  the  ones'  column  was  selected  from  the  0  to  5 
ranga  Inouslvely.  by  using  a  seriated  problem  solving  procedure. 

The  objective  of  Phase  t  was  to  teach  Ss  to  r  ^rrectly  solve  the  k 
Teaching  problems  (Tl,  T2,  T3    T**)  of  Set  1-1  and  the  correlated 
Generalization  problems  (Gl ,         r3;  G4)  of  Set  l-G  by  performing 
twelve  seriated  responses.    During  each  trial,  each  S  could  make 
from  0-12  correct  responses 
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During  baseline  S|  was  given  the  opportunity  to  perform  each  of  the 
problems  of  Set  T-**T  and  Set  (••G.    Following  baseline  measures,  in- 
struction on  the  Teaching  problems  was  initiated  as  follows: 

S{  was  given  the  opportunity  to  solve  Tl  correctly,    if  he  did 
not  do  so    instruction  was  immediately  provided.    Si  was  then 
given  the  opportunity  to  solve  T2  correctly,  etc,    this  proce- 
dure was  followed  until  S|  correctly  solved  either  Tl ,  T2,  T3t 
or  Ik  on  two  consecutive  occasions,  at  which  time  a  correspond- 
ing General izat ion* problem  was  presented.    For  example,  if  S | ^ 
reached  criterion  on  Tl,  he  was  then  given  the  opportunity  to 
solve  Gl.    If  S^i  solved  Gl,  process  generalization  was  assumed, 
the  problem  was  dropped  from  formal  instruction  and  Teaching 
problems  were  reintroduced,    if  S]  did  not  solve  Gl  correctly. 
Instruction  was  immediately  provided*    Problem  Gl  was  then 
considered  a  Generalization  Teaching  problem  and  instruction 
was  provided  until  S]  correctly  solved  the  problem  on  two 
consecutive  occasions  at  which  time  that  problem  was  dropped 
from  formal  instruction,     it  should  be  noted  and  emphasized 
that  a  different  problem  (T,  G,  or  6T)  was  presented  on  each 
consecutive  trial.    These  procedures  were  followed  until  S| 
solved  the  k  Teaching  and  the  4  Generalization  problems. 

S,|  -  The  performance  of  S|  Is  graphically  depicted  in  Figure  A-l 
and  can  be  summarized  as  follows: 


Sasel ine  Measures;    S|  performed  one  correct  response  on  aach 
of  the  4  Teaching  problems  and  k  Generalization  problems 
(Figure  A-l ,  Part  A). 

Teaching: 

S]  reached  criterion  performance  on  problem  Tl  after  12 
teaching  trials  (Figure  A-l,  Part  B). 

reached  criterion  performance  on  problem  T2  after  13 
teaching  trl^^is  (Figure  A-l,  Part  C). 

reached  criterion  performance  on  problem  Gl  on  trial 
^   25  (Figure  A-l,  Part  D). 

^1  did  not  emit  criterion  performance  on  G2  on  ti;ial  26. 
Problem  ^12  was  then  included  ^n  formal  instruction  as 
6T2  (Figure  A-l ,  Part  E). 

S|  reached  criterion  performance  on  problem  Jk  after  19 
teaching  trials  (Figure  A-l,  Part  F). 

S«  reached  criterion  performance  on  problem  T3  after  21 
^   teaching  trials  (Figure  A-l,  Part  G). 

S,  reached  criterion  performance  on  problem  G^  on  trial 
31  (Figure  A-l,  Part  H). 
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S.  reached  criterion  performance  on  problem  63  on  trial 
33  (Figure  A-1 ,  Part  I). 

S|  reached  criterion  performance  on  problem  GT2  after  28 
"   teaching  trials  (Figure  A-1,  Part  J). 

$2  -  The  performance  of  So  is  graphically  depicted  in  Figure  A-2 
and  can  be  summarizeo  as  follows: 

Baseline  Measures;    So  performed  one  correct  response  on  each 
of  the  k  Teaching  problems  and  k  Generalization  problems 
(Figure  A-2,  Part  A). 

Teaching: 

$2  reached  criterion  performance  on  problem  T2  after  21 
"   teaching  trials  (Figure  A-2,  Part  B). 

$9  reached  criterion  performance  on  problem  G2  on  trial 
3k  (Figure  A-2,  Part  C). 

S.  reached  criterion  performance  on  problem  T3  after  29 
~   teaching  trials  (Figure  A-2,  Part  D). 

$9  reached  criterion  performance- on  problem  G3  on  trial 
k)  (Figure  A-2,  Part  E). 

$2  reached  criterion  performance  on  problem  T4  after  37 
teaching  trials  (Figure  A-2,  Part  F). 

S,  reached  criterion  performance  on  problem  Tl  after  38 


^2 


teaching  trials  (Figure  A-2,  Part  G). 


S.  reached  criterion  performance  on  problem      on  trial 
^  48  (Figure  A-2,  Part  H). 

$9  reached  criterion  performance  on  problem  Gl  on  trial 
49  (Figure  A-2,  Part  I). 

S-  -  The  performance  of       is  graphically  depicted  in  Figure  A-3 
and  can  be  summarizea  as  follows: 

Baseline  Measures:    ^3  performed  one  correct  response  each 
of  the  4  Teaching  problems  and  k  Generalization  problems 
(Figure  A-3,  Part  A). 

Teaching; 

reached  crlterlc  >^rformance      problem  T3  after  30 
^  teaching  trial    k*  tgure  A-3,  Part  B). 

S5  reached  criterion  performance  cn  problem  Tk  after  31 
~^  teaching  trials  (Figure  A-3,  Part  C). 
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S,,  reached  criterion  performance  on  problem  Q3  on  trial 
^  43  (Figure  A-3,  Part  D). 

S,  did  not  emit  criterion  performance  on  Qk  on  trial  kk 
(Figure  A-3,  Part  E). 

Sj  reached  criterion  performance  on  problem  T2  after  37 
teaching  trials  (Figure  A-3,  Part  F). 

S-  reached  criterion  performance  on  problem  Tl  after  39 
teaching  trials  (Figure  A-3,  Part  G). 

reached  criterion  performance  on  problem  G2  on  trial 
^  kS  (Figure  A-3,  Part  H). 

S,  reached  criterion  performance  on  problem  QiTk  after 
teaching  trials  (Figure  A-3,  Part  I). 

S,  reached  criterion  performance  on  problem  Gl  on  trial 
^  51  (Figure  A-3,  Part  J). 

The  performance  of  S/.  is  graphically  depicted  In  Figure  A-** 
and  can  be  summarizecl  as  follows: 

Basel Ine  Measures:        performed  one  correct  response  on  each 
of  the     Teaching  problems  and  U  Generalization  problems 
(Figure  A-'*,  Part  A). 

Teaching: 

reached  criterion  performance  on  problem  Tl  after  20 
teaching  trials  (Figure  A-4,  Part  B). 

did  not  emit  criterion  performance  on  Gl  on  trial  33 
(Figure  A-4,  Part  C). 

Sj^  reached  criterion  performance  on  problem  T2  after  29 
teaching  trials  (Figure  A-'*,  Part  D). 

reached  criterion  performance  on  problem  GTI  after  32 
teaching  trials  (Figure  A-'*,  Part  E). 

Sk  reached  criterion  performance  on  problem  G2  on  trial 
^♦2  (Figure  A-'*,  Part  F). 

$,  reached  criterion  performance  on  problem  Tk  after  35 
teaching  trials  (Figure  A-4,  Part  G). 

Sr  reached  criterion  performance  on  problem      on  trial 
46  (Figure  A-4,  Part  H). 

reached  criterion  performance  on  problem  T3  af  "er  39 
teaching  trials  (Figure  A-4,  Part  I). 

Sk  reached  criterion  performance  on  problem  G3  on  trial 
49  (Figure  A-4,  Part  J). 
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Phase  I \ ;    Teaching  Ss  to  solve  two  dlalt  number  plus  two  digit  number 
addition  problems  without  carrying,  (e.g..    II)  In  which  the 
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second  digit  In  the  ones'  column  was  selected  from  the  6  to  9 
range  Inclusively,  by  using  a  seriated  problem  solving  procedure. 

The  objective  of  Phase  ii  was  to  teach  Ss  to  correctly  solve  the  2 
Teaching  problems  (Tl ,  T2)  of  Set  ll-T  and  the  2  correlated 
Generalization  problems  (Gl ,  G2)  of  Set  M-G  by  performing  twelve 
seriated  responses.    During  each  trial  an  S,  could  make  from  0-12 
correct  responses. 

During  baseline  Ss  were  given  the  opportunity  to  perform  each  of 
the  problems  of  Set  ll-T  and  Set  11-6. 

S|  -  The  performance  of  S|  Is  graphically  depicted  In  Figure  B-l 
and  can  be  summarized  as  follows: 

Baseline  Measures:    Sj  performed  12  correct  responses  on  each 
of  the  2  Teachlng^p 'oblems  and  2  Generalization  problems 
(Figure  B-l,  Part  A/.    This  was  accepted  as  criterion  per- 
formance for  Phase  i  i . 

$2  -  The  performance  of  So  Is  graphically  depicted  In  Figure  B-2 
"      and  can  be  summarized  as  follows: 

Basel Ine  Measures:    S2  performed  12  correct  responses  on  each 
of  the  2  Teaching  problems  and  2  Generalization  problems 
(Figure  B-2,  Part  A).    This  was  accepted  as  criterion  per- 
fomance  for  Phase  i  i . 

S^  -  The  performance  of  So  Is  graphically  depicted  In  Figure  B-3 
and  can  be  summarized  as  follows: 

Baseline  Measures:    S3  performed  12  correct  responses  on  each 
of  the  2  Teachlng~problems  and  2  Generalization  problems 
(Figure  B-3,  Part  A).    This  was  accepted  as  criterion  per- 
formance for  Phase  I t . 

%.  -  The  performance  of       Is  graphically  depicted  In  Figure  B-4 
and  can  be  summarized  as  follows: 

Basel  Ine  Measures:    Sj^  performed  12  correct  responses  on  each 
of  the  2  Teachlng""problems  and  2  Generalization  problems 
(Figure  B-^,  Part  A).    This  was  accepted  as  criterion  per- 
formance for  Phase  1 1 . 

Phase  I ? « •    Teaching  Ss  to  solve  two  digit  number  plus  one  digit  number 
add  tlon  problems  without  carrying,  (e.g.,    10)  In  which  the 

2 

second  dlglt^ln  the  ones*  column  was  selected  from  the  0  to  S 
range  Inclusively,  by  using  a  seriated  problem  solving  procedure. 
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The  objective  of  Phase  Ml  was  to  teach  Ss  to  correctly  solve  the 
k  Teaching  problems  (Tl ,  T2,  T3,  Tk)  of  Set  lll-T  and  the  4 
correlated  Generalization  problems  (Gl ,  G2»  G3,  Qk)  of  Set  Nl-G 
by  performing  twelve  seriated  responses.    During  each  trial  an  S 
could  make  from  0-12  correct  responses. 

During  baseline  S|  was  given  the  opportunity  to  perform  each  of 
the  problems  of  Set  II I -T  and  Set  lll-G.    Following  baseline 
measures  instruction  on  the  Teaching  problems  was  Initiated  as 
was  stated  In  Phase  I. 

The  performance  of  S|  Is  graphically  depicted  In  Figure  C-l  and 
can  be  summarized  a7  follows: 

basel Ine  Measures:    S|  performed  no  correct  responses  for 
problem  Tl ,  I  correct  response  for  problem  T2,  T3,  T^ 
and  Gl  respectively,  6  correct  responses  for  problem 
G2,  2  correct  responses  for  problems  G3  and  GU  respec- 
tively (Figure  C-l,  Part  A). 

Teaching: 

Sj  reached  criterion  performance  on  problem  T2  after  5 
teaching  trials  (Figure  C-l,  Part  B). 

reached  criterion  performance  on  problem  Tk  after  7 
teaching  trials  (Figure  C-l,  Part  C). 

Sj  reached  criterion  performance  on  problem  Tl  after  8 
teaching  trials  (Figure  C-l,  Part  0). 

S.  reached  criterion  performance  on  problem  G2  on  trial 
18  (Figure  C-l,  Part  E). 

^1  reached  criterion  performance  on  problem  T3  after  10 
teaching  trials  (Figure  C-l,  Part  F). 

S.  reached  criterion  performance  on  problem  Gk  on  trial 

20  (Figure  t-l ,  Part  G). 

S.  reached  criterion  performance  on  problem  Gl  on  trial 

21  (Figure  C-l,  Part  H). 

Sj  reached  criterion  performance  on  problem  G3  on  trial 

22  (Figure  C-l,  Part  I). 

$2  "  TKI  performance  of  S,      graphically  depicted  In  Figure  C-2 
and  can  be  summarized  as  follows: 

Basel Ine  Measures :    Sj  performed  2  correct  responses  for  prob- 
lems Tl ,  T2,  T3  and  T^  respectively,  6  correct  responses  for 
problem  Gl ,  k  correct  responses  for  problem  G2,  6  correct 
responses  for  problems  G3  and  G^  respectively  (Figure  C-2, 
Part  A). 
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Teaching; 

$2  reached  criterion  performance  on  problem  Tk  after  7 
teaching  trials  (Figure  C-2,  Part  B). 

$2  reached  criterion  performance  on  problem  T3  after  10 
teaching  trials  (Figure  C-2,  Part  C). 

$2  reached  criterion  performance  on  problem  G4  on  trial 
20  (Figure  C-2,  Part  D). 

$2  reached  criterion  performance  on  problem  Tl  after  12 
teaching  trials  (Figure  C-2,  Part  E). 

$2  reached  criterion  performance  on  problem  T2  after  13 
teaching  trials  (Figure  C-2,  Part  F). 

S.  reached  criterion  performance  on  problem  G3  on  trial 
^  23  (Figure  C-2,  Part  G). 

$2  reached  criterion  performance  on  problem  61  on  trial 
2k  (Figure  C-2,  Part  H). 

$9  reached  criterion  performance  on  problem  62  on  trial 
25  (Figure  C-2,  Part  I). 

The  performance  of       is  graphically  depleted  in  Figure  C-3 
and  can  be  summarized  as  follows: 

Basel ine  Measures;    Sj  performed  one  correct  response  on  each 
of  the  k  Teaching  problems  and  k  6eneral izatlon  problems 
(Figure  C-3,  Part  A). 

Teaching; 

S.  reached  criterion  performance  on  problem  Tl  after  2k 
■     teaching  trials  (Figure  C-3,  Part  B). 

S.  reached  criterion  performance  on  problem  T2  after  25 
.      teaching  trials  (Figure  C-3,  Part  C). 

S.  reached  criterion  performance  on  problem  T3  after  26 
teaching  trials  (Figure  C-%,  Part  0). 

S,.  reached  criterion  performance  on  problem  7k  after  27 
teaching  trials  (Figure  C-3»  Part  E). 

S«  reached  criterion  performance  on  problem  61  on  trial 

37  (Figure  C-3,  Part  F). 

S«  reached  criterion  performance  on  problem  62  on  trial 

38  (Figure  C-3,  Part  6). 

reached  criterion  performance  on  problem  63  on  trial 

39  (Figure  C-3,  Part  H). 


reached  criterion  performance  on  problem  g4  on  trial 
ho  (Figure  C-3.  Part  I). 

-  The  performance  of       Is  graphically  depicted  in  Figure  C-4 
and  can  be  summarlzea  as  follows: 

Basel  Ine  Measures:    S/^  performed  6  correct  responses  on 
problem  TI,  k  correct  responses  on  problem  T2,  3  correct 
responses  on  problem  T3»  6  correct  responses  on  problem 
T4,  7  correct  responses  on  problems  Gl  and  02,  respec- 
tively, 3  correct  responses  on  problem  03  and  7  correct 
responses  on  problem  Qk  (Figure  C-4,  Part  A). 

Teaching: 

reached  criterion  performance  on  problem  T3  after  6 
teaching  trials  (Figure  C<4,  Part  B). 

S.  reached  criterion  performance  on  problem  Tk  after  7 
teaching  trials  (Figure  C-^,  Part  C). 

S.  reached  criterion  performance  on  problem  03  on  trial 

19  (Figure  C-4,  Part  0). 

S.   reached  criterion  performance  on  problem       on  trial 

20  (Figure  Part  E). 

reached  criterion  performance  on  problem  T2  after  13 
teaching  trials  (Figure  C-4,  Part  F). 

Sk  reached  criterion  performance  on  problem  TI  after  14 
teaching  trials  (Figure  C-4,  Part  0). 

reached  criterion  performance  on  problem  01  on  trial 
2k  (Figure  Part  H). 

Sk  reached  criterion- performance  on  problem  02  on  trial 
25  (Figure  C-4,  Part  I). 

Phase  IV;    Teaching  Ss  to  solve  two  digit  number  plus  one  digit  number 
add itlorT problems  without  carrying,  (e.g..    H)  in  which  the 

»  8 

second  digit  In  the  ones'  column  was  selected  from  the  6  to  9 
range  inclusively,  by  using  a  seriated  problem  solving  procedure. 

The  objective  of  Phase  iV  was  to  teach  S,s  to  correctly  solve  the 
2  Ttt^chlng  problems  (TI ,  T2)  of  Set  IV-T  and  the  2  correlated 
Generalization  problems  (Gl ,  02)  of  Set  IV-0  by  performing  twelve 
seriated  responses.    During  each  trial,  a  S  could  make  from  0-12 
correct  responses. 

During  baseline  measures,  S.S  were  given  the  opportunity  to  per- 
form each  of  the  problems  of  Set  IV-T  and  Set  IV-G. 
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S|  -  The  performance  of  S|  Is  graphically  depicted  In  Figure  D-1 
~      and  can  be  summarized  as  follows: 

Basel tne  Measures:    S|  performed  12  correct  responses  on  each 
of  the  2  Teachlng^problems  and  2  Generalization  problems 
(Figure  D-1,  Part  A).    This  was  accepted  as  criterion  per- 
formance for  Phase  IV. 

S.  -  The  performance  of  $2  Is  graphically  depicted  In  Figure  D-2 
and  can  be  summarized  as  follows: 

Basel tne  Measures;    $2  performed  12  correct  responses  on  each 
of  the  2  Teaching  problems  and  2  Generalization  problems 
(Figure  D-2,  Part  A).    This  was  accepted  as  criterion  per- 
formance for  Phase  iV. 

-  The  performance  of  So  Is  graphically  depicted  In  Figure  D-3 
and  can  be  summarized  af>  follows: 

Basel Ine  Measures:        perfonrod  12  correct  responses  on  each 
of  the  2  Teachlng~prob1ems  and  2  Generalization  problems 
(Figure  D-3>  Part  A).    This  was  accepted  as  criterion  per- 
formance for  Phase  IV. 

$.  -  The  performance  of  S/.  Is  graphically  depicted  in  Figure  0-4 
and  can  be  summarlzea  as  follows: 

Basel Ine  Measures:        performed  12  correct  responses  on  each 
of  the  2  Teaching  problems^nd  2.  Generalization  problems 
(Figure  D-4,  Part  A).    This  was  accepted  as  criterion  per- 
formance for  Phase  IV. 


DISCUSSION 

The  major  Instructional  objectives  were  realized  In  that  the  four 
students  demonstrated  the  ability  to  solve  two  digit  number  plus  two 
digit  number  additlort  problems  without  carrying  and  two  digit  number 
plus  a  one  digit  number  addition  problem  without  carrying  by  using  a 
seriated  problem  solving  procedure.,    in  addition,  student  performance 
strongly  suggests  the  presence  of  process  generol izdtlon  In  that  sub- 
stantially fewer  teaching  trials  were  required  in  order  to  exact  cri- 
terion performance  on  generalization  problems  as  compared  to  teaching 
problems.    For  example,  all  four  students  performed  at  criterion  in  the 
baseline  trials  of  Phases  ^i  and  iV. 

As  the  seriated  problem  solving  procedure  was  perhaps  the  most 
crucial  component  of  the  program,  several  characteristics  of  that  pro- 
cedure should  be  emphasized: 

First,  the  seriated  problem  solving  procedure  required  the  per- 
formance of  twelve  observable  responses  which  could  be  measured 
readily.    This  facIIItateJ  the  precise  dellneaclon  and  Immediate 
Id  remediation  of  error  responses. 
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Second*  the  problem  solving  procedure  was  designed  to  develop 
systematic  problem  attack  skills  In  that  the  students  were  re- 
quired to  read  the  entire  p rob I em »  divide  It  Into  components  and 
then  arrive  at  a  solution.    It  Is  hypothesized  that  these  problem 
attack  skills  were  crucial  to  process  generalization. 

Third,  a  forward  chaining  procedure  was  used  to  teach  the  twelve 
seriated  responses.    The  forward  chaining  procedure  required 
the  presence  of  Independent  responses  In  the  repertoires  of  the 
students.    Then  the  Instructional  environment  was  arranged  where- 
by the  Initial  Instructional  cue  was  a  discriminative  stimulus 
for  the  first  response.    The  first  response  then  became  a  dis- 
criminative stimulus  for  the  performance  of  the  second  response* 
etc.  until  all  twelve  responses  occurred  In  a  series,    in  addl- 
tlon»  it  should  be  emphasized  that  when  a  student  made  an  Initial 
error  response*  the  teacher  Issued  the  Instructional  cue  for  the 
response  prior  to  the  error  response  in  an  attempt  to  reinstate 
the  performance  of  the  correct  response  chain.    When  a  student 
responded  correctly*  the  teacher  then  provided  seriated  verbal 
cues  for  the  remaining  responses  in  the  chain. 

In  summary,  this  program  has  demonstrated  that  severely  handicapped 
students  were  taught  to  use  finger  manipulation  methods  to  solve  two 
digit  number  addition  problems  without  carrying.    The  teacher  interested 
In  extending  or  streamlining  the  procedures  described  here  might  con- 
sider at  least  the  following: 

A.  The  teacher  might  choose  to  teach  the  students  to  solve  the 
problems  rapidly,  as  high  rate  skills  will  be  required  in 
practical  settings.    After  the  students  completed  the  pro- 
gram, they  were  Individually  timed  in  order  to  establish  the 
amount  of  time  necessary  to  complete  one  problem  from  each 
of  the  four  phases.    The  average  times  required  to  solve 
problems  from  Phases  i,  II,  III  and  IV  were  47,  56,  k8  and 
51  seconds  respectively. 

B.  The  teacher  might  teach  the  students  finger  configurations 
for  numbers  0-9.    That  is,  the  students  will  simply  hold  out 
and  not  count  the  amount  of  fingers  designated  by  a  number 
within  a  problem.    This  would  eliminate  the  need  for  responses 
four  and  nine  In  the  problem  solving  procedure. 

C.  The  teacher  might  teach  the  students  to  delineate  the  largest 
number  in  a  column  and  count  out  fingers  for  the  smallest, 
rather  than  delineating  the  first  number  In  a  column  and  count- 
ing out  fingers  for  the  second. 

D.  The  teacher  might  teach  the  students  to  use  the  finger  manipula- 
tion method  to  solve  two  digit  number  addition  problems  with 
cerrying  and  two  digit  number  subtraction  problems  with  and 
without  borrowing. 
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E.   The  teacher  might  choose  to  teach  the  students  to  apply  the 
procedure  of  solving  two  digit  number  addition  problems  with- 
out carrying  In  other  settings  such  as  word  problems  and 
money  problems  Involving  amounts  less  than  a  dollar.  This, 
of  course,  would  require  the  concomitant  development  of 
relevant  language,  reading  and  social  skills. 

The  physical  limitations  of  the  finger  manipulation  method  are 
obvious  for  students  vA\o  are  orthopedlcal ly  handicapped  or  who  are 
missing  fingers.    Alternative  manipulation  methods  such  as  using  an 
abacus  or  a  hand  counter  are  tenable  alternatives. 

In  fact,  one  procedural  adaptation  should  be  reported.  During 
Instruction,  a  modification  of  the  response  for  step  5  was  Initiated 
by  S|.    S]  had  a  great  deal  of  difficulty  In  raising  and  lowering  each 
outstretched  finger.    The  modification  allowed  S|  to  raise  all  of  his 
fingers  at  once,  and  lower  one  finger  at  a  tlme"*whlle  labeling  It  with 
a  number.    Since  the  topography  of  the  modified  response  resembled  the 
original  response.  I.e.,  raising  and  lowering  each  finger  while 
labeled  It  with  a  number.  It  was  accepted  as  appropriate. 

Finally,  teachers  might  choose  to  teach  their  severely  handicapped 
students  to  use  pocket  calculators,  thereby  avoiding,  at  least  tempo- 
rarily, many  of  the  Instructional  difficulties  alluded  to  above. 
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APPENDIX  A 
Phase  1* 
Example  Data  Sheets 


DATE!  ■   CUE:  "READ  AND  WORK  TOE  PROBLEM  USING 

YOUR  FINGERS." 


Student 

1  m  1  12  11  12  11  12  1 

Problem 

iMUtiiiiiHiiuvyunuunu^ 

1.  S  reads  problem  aloud. 

♦ 

♦ 

2.  S  reads  ones'  side  of  problem 
alotm. 

3.  S  labels  "count  up"  sign  and 
the'*second  numeral  in  the  ones' 
column. 

4.  S  makes  fist  on  table  §  counts 
outTingers  designated  by  2nd 
numeral  by  outstretching  one  finger 
at  a  time.  For  "count  up  zero" 
proDJiems,  o  maxes  xist  q  says, 
"no  fingerT." 

5.  S  reads  1st  numeral  of  ones' 
QQivwk^  zn9   count  up'  sign  q 
couitts  up  on  his  fingers  begin* 
nins  with  the  number  that  foi« 
lows  the  1st  numeral.    For  "count 
up  zero"  problems,  S  reads  tne 
first  numeral,  the  ^count  up" 
sign,  the  zero  amount  as  "no 
fingers,"  and  says,  "equals" 
(the  1st  numeral  of  the  ones' 
cbiUinh.j 

6.  S  writes  the  answer  beneath 
the*^'equality  bar"  under  the 
ones'  column. 

7.  S  reads  tens'  side  of  the 
pro^em  aloud. 

8.  S  labels  "count  up"  sign 
and^lhe  2nd  numeral  m  the  tens' 
column. 

9.  S  makes  fist  -  same  as  in 
step*  4. 

10.  Same  as  in  step  5.  For  "count 
up  nothing"  problems,  S  reads 
the  1st  numeral,  the  "Sbunt  up" 
sign,  the  null  amount  as  "no 
fingers,"  and  says,  "equals  (the 
1st  numeral  of  th»  tens'  column.") 

m 

kh  •  ^  writes  answer  beneath  the 
"Equslity  bar"  m  the  tens*  column. 

12.  S  reads  entire  porohlem  and 
solurion. 

Number  correct  in  order: 

3 

9 

*This  data  sheet  was  used  in  Phases  I,  II,  III  and  IV. 
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AN  APPROXIMATION  OF  AN  INSTiUJCTIOMAL  mm. 
FOR  DFVllLOPINd  JlOMl  LIVINfl  SKILLS  IN 
SliVKlUll.Y  flANDICAPPIil)  STUDKNTS 


Sue  lianre 


Diie  to  a  miwber  of  recent  legislative  and  judicial  actions  it  is 
<l«ite  probable  that  in  the  near  future  every  child  of  school  ane  in 
thp  United  States  will  have  direct  access  to  a  free  public  education. 
In  the  past,  of  course,  public  school  administrations  reserved  the 
rij^ht  to  deny  the  access  of  sone  kinds  of  severely  handicap]»ed 
children  to  direct  public  school  services  and  reject  those  children 
who  did  not  seen  to  be  benefiting  from  services  the  public  schools 
had  to  offer.    Tlie  reader,  of  course,  will  recognize  those  rejected 
as  children  who  were  too  retarded,  brain  daniaf»ed,  emotionally  disturbed, 
physically  handicapped,  bchaviorally  liin'lcrod  and/or  seriously  ii.volved 
to  be  considered  beneficiaries  of  educational  services. 

If,  in  fact,  it  becomes  law  that  public  schools  provide  educational 
services  for  all  severely  liandicappcd  children,  the  public  school  con- 
launity  will  be  forced  to  examine  and  revise  many  of  its  tine  honored 
assumptions  and  ]  ractices  concerninR  services  ))rovidcd  to  these 
cliildren.    That  is,  public  school  personnel  will  bo  reiiuired  to  become 
more  tolerant  of  students  who  look,  talk,  novo  and  othenvise  resj'ond 
differently  than  most  otiier  students.    Public  school  personnel  will  be 
rcquire<l  to  revise  or  add  to  their  objectives  of  i>re}»arinp.  students 
for  collcp.e  or  relatively' con})lox  vocational  settings.    Public  school 
personnel  will  be  required  to  assume  instructional  responsibilities  in 
relation  to  severely  handicapped  students  that  they  have  not  assumed 
witli  other  students. 

Public  school  instructional  personnel  are  now  teacliin?.  severely 
fjandicapped  students  to  retid  functional  words,  to  perform  simple 
nather.iatical  computations,  to  sjcak  in  sentences,  and  to  j)erfonn 
simulated  and  actual  vocational  tasks. 

Hopefully,  after  attendinn  public  school  from  ar.cs  H  to  ?1,  these 
students  will  acquire  many  of  the  skills  in  the  repertoires  of 
adequately- functioning  adults.    As  adults,  they  will  be  expected  to 
live  independent  or  semi-inde})endent  lives  in  a  community  rather  than 
institutional  setting.    The  skills  necessary  for  adequate  survival 
in  a  community  obviously  include  more  than  those  related  to  traditional 
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elcTOcutary  school  acadenics.    flany  skills  typically  acquired  in  the 
hone  (e.g.,  brushin(»  teeth  or  brushing  hair)  and  taken  for  trranted 
\yy  nost  school  personnel  must  be  systematically  taught  to  severely 
handicapped  students.    That  is,  fomerly  "extra -school"  tasks  now 
must  bo  considered  an  intopral  part  of  public  school  curricula  for 
severely  handicapped  students.    Such  prof^rairnning  will  necessarily 
be  coordinated  with  parontal  instruction  for  naximun  skill  dcvclopnent 
and  maintenance  in  the  home  environment. 

As  severely  handicapped  students  become  increasingly  visible  in 
the  community,  much  of  the  community's  tolerance  will  be  a  function 
of  outward  a]ipcarancos .    A  largo  part  of  outward  appearance  will 
depend  on  the  degree  to  which  the  person  can  independently  perform 
critical  sclf-care  skills.    Htus,  learning  to  perform  self-care  skills 
is  a  necessary  part  of  "normalization." 

Severely  handicapped  students  who  will  be  living  in  independent 
or  s<»ni -independent  community  settings  must  be  able  to  perform  what 
may  be  referred  to  as  "home  living"  skills,    ilono  living  skills  are 
an  integral  part  of  a  broad  spectrum  of  essential  community  survival 
skills.    Personal  hygiene,  cleanliness  and  proper  diet  all  lead  to 
personal,  vocational,  recreational  and  social  enhancemei^t . 

Tlie  task  of  determining  the  content  of  a  home  living  skills  program 
which  nay  begin  at  age  5  and  continue  through  age  21,  may  seem  gigantic 
to  a  classroom  teacher  in  that  even  after  content  is  determined,  system- 
atic instructional  techniques  must  bo  devised  to  impart  the  content. 

lids  paper  is  primarily  concerned  with  attempting  to  communicate 
information  related  to  factor?  to  which  public  school  instructional 
personnel  might  attend  when  attempting  to  prepare  severely  handicapned 
students  to  function  as  independent  adults  in  a  community  living 
setting.    More  specifically  this  paper  is  concerned  with  home  living 
skills. 

For  organizational  purposes  the  remainder:  of  this  paper  will  be 
divided  into  four  parts.    Part  I  consists  of  an  attempt  at  delineating 
several  basic  survival  skills  that,  if  in  the  repertoire  of  an  indi- 
vidual, would  enhance  the  probability  of  independent  community 
functioning.    Part  II  consists  of  an  attempt  to  communicate  to  the 
reader  several  basic  task  analysis  principles.    Part  III  consists  of 
an  attempt  to  communicate  an  instructional  technology  or  the  "how" 
of  instruction;  tliat  is,  tlic  procedures  a  teacher  miglit  use  to 
im])art  the  content  delineated  in  Parts  I  and  II.    In  Part  III  two 
sample  instructional  programs  will  be  ])resentcd  in  some  detail. 
These  programs  arc  presented  in  an  attempt  to  communicate  to  the  reader 
several  of  the  basic  steps  through  which  a  teacher  mi>:ht  progress  as 
otijcr  lionc  living  skills  are  taught  to  severely  handicapped  students. 
Finally,  several  basic  implications  will  be  presented  and  discussed 
briefly  in  Part  IV. 
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Pax^t  I;    Basic  llonc  Living  Skills 

In  this  section  ficvcral  basic  hono  livinr,  skills  are  dclinoatccL 
For  organizational  purj^oscs  the  s]iocific  skills  will  he  p.roupcd  as 
follows: 

Basic  Groonirij;  Skills 

Basic  Dressing',  Skills 

Basic  Domestic  Maintenance  Skills 

Basic  Cooking  Skills 

Prior  to  tlic  specific  listing  of  the  various  skills,  several 
factors  should  be  noted.    First,  the  list  uas  developed  during  and 
after  coranunication  witli  parents,  teachers,  public  school  adninistrators, 
workshop  administrators,  vocational  rehabilitation  counselors,  seni- 
independent  residential  facility  personnel,  and  other  persons  concerned 
with  providing  severely  handicap])od  students  with  the  skills  necessary 
to  function  effectively  in  a  conmunity  living  environment.  Second, 
the  list  is  tentative  both  in  relevance  and  in  comprehensiveness. 
Tliat  is,  there  are  probably  skills  listed  tliat  arc  considered  important 
to  some  people  now  but  not  to  others  (e.g.,  setting,  styling  hair). 
In  addition,  there  are  skills  that  will  no  doubt  be  added  to  the  list 
in  the  future.    Third,  the  list  should  be  considered  suggestive  at 
best.    We  are  not  necessarily  holding  that  tlicso  skills  should  be 
taught  in  a  public  scimol  by  classroom  teachers  without  ret^ard  to 
parent  attitudes,  etc.    V/e  are  only  suggesting  that  it  is  important 
tliat  all  severely  handicapped  students  be  able  to  perform  at  the 
appropriate  time  and  in  tlic  appropriate  place  the  listed  skills. 

Finally,  the  list  is  essentially  non-cumulative  and  non- 
developmental.    That  is,  a  student  does  not  necessarily  have  to  know 
how  to  correctly  wasli  his  own  hairbrush  prior  to  learning  hov;  to  wash 
his  own  hair. 


Basic  Groom ins  Skills 

1. 

Brusliinn  hair 

14. 

Clipping  fingernails 

O 

Parting  hair 

15. 

Filing  fingernails 

J. 

Washing  hairbrush 

if). 

Cleaning  ears 

4. 

Washing  hair 

17. 

U'ashing  underarm  areas 

5. 

Setting  hair 

18. 

Using  deodorants  • 

6. 

Styling  hair 

19. 

Washing  feet 

7. 

Brushing  teeth 

20. 

Cleaning  toenails 

H. 

Using  mouthv/ash 

21. 

Clijiping  toenails 

9. 

Washing  face  (and  neck  area) 

22. 

Vteshing  all  critical  si  in 

10. 

Treating  acne 

areas  witli  washcloth  at  sinl 

11. 

Washing  hands 

23. 

Taking  a  bath 

12. 

Using  hand  cream  and  body  lotion  24. 

Taking  a  shov;er 

15. 

(.'leaning  under  fingornails 

4..I  . 

.Shaving  face  (naies) 
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20.    Shavinj;  underarms  (fcnalus) 
27.    Shavinj;  lcj;s  (fenalos) 
Menstrual  hygiene 

a,  IJsinj^  sanitary  oquipnent 

b.  Cleans  inf.  ncnetalia 
2\K    Sitting  ajM^roj^riatcly 
150.    Standing  aj^j^ropriately 
51.    V/alkinn  a])]>roi>riatcly 


Basic  Dressing  Skills 

1.  2ippiho,  2ip])crs  (on  the  front  and  on  the  bach  of  clothes) 

2.  Snappinj!  snaps  (on  tlic  front  and  on  tlic  back  of  clothes) 

3.  IJuttoninji  buttons  (on  the  front  and  on  the  back  of  clothes) 

4.  Ilookinf:  liooks  and  eyt^s  (on  the  front  and  on  the  back  of  clothes) 

5.  TicinR  ties  (on  t!»c  front  and  on  the  back  of  clothes) 

6.  Buckling  buckles 

7.  Putting  on  a  garment  v;hich  0}>ens  down  tho  front 
fi.  Putting  on  garments  over  the  head 

y.  Putting  on  pants 

10.  Putting  on  socks 

11.  Putting  on  shoes 

12.  Tieing  shoes 

15.  Laceing  a  lace  (shoe,  lace- front  shirt) 

14.  Straiglitening  own  clothes  after  thoy  are  on  and/or  messed  up 

15.  Matching  colors 

16.  Matcliing  figures  (stripes,  plaids) 

17.  'latching  types  of  clothes  together 
liJ.  Fitting  clothes  (too  large,  too  small) 

li).  I)rcs5inci  appropriately  for  specific  cnvironncnt  (clairch,  work,  play) 

20.  Dressing  appropriately  for  different  weather  conditions 


Kasic  Domestic  !!aintcnance  Skills 

1.  Cleaning  (polishing^  shoes 

2.  IVashing  clothes  by  hand 

5.    Sorting  clothes  by  color  before  washing 

4.  Washing  clothes  by  a  washing  macliine 

5.  I  kinging  clothes  to  dry 

(>.    i>rying  clothes  in  a  dryer 
Using  pui>Hc  laundromat 

a.  Vf'ashe: 

b.  I)i*ycr 

>i.  Folding  flat  clotlv  b 

l>.  ilangiiif!  clotk.cs  on  hangers  (blouses,  shirts,  pants) 

10,  IroJiing  flat  clothes 

11,  Ironing  non-flat  clotiios 

12,  Sowing  on  buttons 
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13.  Mending  a  toar  in  a  seam  or  in  matorial 

14.  Darning  a  sock 

Hi.    Dusting  flat  and  non-flat  surfaces 

10.    Vacuuming  a  rug 

17.    Sweeping  a  floor,  using  Just  pan 

15.  V/ot-mopping  a  floor 
ly.    Making  a  bed 

a.    ciianging  bed  linens 

20.  Doing  dishes 

a.  Clearing  table 

b.  Scraping  dishes 

c.  Washing,  rinsing  dishes 

d.  Drying  dishes 

e.  Putting  dishes  away 

21.  Setting  a  table 

22.  Using  table  tools  (spoon,  fork,  knife,  cup) 


Basic  Cooking  Skills 

1.  Using  a  c*^n  opener  (hand) 

2.  Using  a  bottle  opener 

3.  Setting  stove  burneis  to  proper  temperature 

4.  Setting  a  timer  on  an  oven 
Setting  oven  temperatures 

6.  Preparing  simple  breakfasts 

a.  Toast  with  butter 

b.  Cold  cereal  with  milk 

c.  Toaster  waffle  with  butter  and  syrup 

d.  Toaster  fronch  toast  with  butter  and  syrup 

e.  Frozen  orange  juice 

f.  Fried  egg 

g.  Fried  bacon 

7.  Preparing  simple  lunches 

a.  Sandwich  with  lunch  meat 

b.  Sandwich  witli  cheese 

c.  Sandwich  with  filling  (egg  salad,  tuna  salad) 

d.  Fruit 

1 )  Canned 

2)  Fresh 
0.  Milk 

f.  Canned  soup  (spaghetti,  ravioli,  etc.) 

g.  Packing  a  balanced  luncii  ia  a  bag 

h.  Filling  a  thermos  bottle 

8.  Preparing  simple  dinners 

a.  TV  dinner 

b.  Canned  dinners  (beef  st 2W,  chili,  chop  suey,  beans  'n  franks, 
etc.^ 

c.  Canned  vegetable 

d.  Lettuce  salad 

0,    Instant  mix  dessert  (pudding,  jello) 
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9,    Reading  simple  instructions  on  packages  and  cans 

a.  Temperature 

b.  Added  innredients 

c.  ilow  long  to  cook 

10.  Using  measuring  utensils  (cups,  spoons) 

11,  Clu»osing  appropriate  foods 

a.  Fattening  foods 

b.  Non-fattening  foods 


Part  II;    Basic  Principles  of  Task  Analysis 

In  Part  II  attempts  are  made  to  communicate  several  basic  principles 
of  behavioristic  task  analysis.    Perhaps  the  following  quote  is 
approj^riate  here: 

"First,  the  teacher  must  sj>ecify  terminal  objectives  in 
behavioristic  terms,    Tliat  is,  she  must  convert  the  required 
criterion  performance  into  observable  responses. 

Second,  the  teacher  wiist  analyze  the  criterion  responses  and 
divide  them  into  a  series  of  less  complex  responses. 

Third,  the  teacher  must  arrange  the  responses  she  decides  are 
necessary  for  completion  of  the  terminal  response  into  a  series. 

Fourth,  the  teacher  must  teach  or  verify  the  existence  of  the 
student's  ability  to  perform  each  response  in  the  series. 

Fifth,  the  teaclier  must  teach  the  students  to  perform  each 
response  in  the  series  in  serial  order. 

Sixth,  in  an  attempt  to  delineate  successes  and  failures,  thp 
teacher  must  record  student  performance  during  each  trainin<^ 
phase  so  that  adjustments  can  be  made  during  the  teaching 
process."  (Biown,  Bellamy  and  Sontag,  1971,  p.  S) 

Prior  to  the  provision  of  examples  of  how  principles  of  task 
analyses  night  be  used  in  the  instruction  of  home  living  skills,  several 
]mints  should  be  added,  reiterated  or  ^phasized. 

First,  the  primary  purpose  of  ]^erforming  an  analysis  of  an 
instructional  task  is  to  present  an  easy  to  hard  sequence  of  demands 
to  a  student  that  maximizes  the  probability  of  the  student  acquiring 
the  skills  inherent  in  the  task. 

Second,  it  is  often  quite  difficult  to  make  valid  a  priori 
discriminations  as  to  the  relative  difficulty  of  components  of  a 
particular  task.    Tims  a  teacher  is  often  confronted  with  the  responsi- 
bility of  judging  or  estimating  the  serial  order  of  difficulty  of 
task  components. 


Third,  teachers  should  bo  aware  that  some  students  may  be  able 
to  perform  the  more  difficult  components  of  certain  tasks  and  not  be 
able  to  perform  the  less  difficult*    Tims,  it  is  usually  a  ROod 
strategy  to  assess  the  performance  of  the  student  on  all  tacks* 

Fourth,  as  the  stratification  of  the  components  of  almost  all 
tasks  are  arbitrary,  a  teacher  must  realize  that  she  or  he  must 
continue  to  "slice"  or  arrange  the  task  so  that  it  becomes  easier 
and  easier  for  the  student  to  perform  the  correct  responses.  Tlius, 
a  task  analysis  orientation  is  not  a  static  phenomena*    It  nay  be 
necessary  to  present  differ'^nt  analyses  to  different  students  as  well 
as  different  analyses  to  tlio  same  student* 

In  Part  I  many  different  tasks  related  to  home  living  skills 
were  delineated.    Here  it  is  our  intention  to  communicate  to  the 
reader  how  a  task  delineated  in  Part  I  night  be  analysed  into  components. 
An  example  of  how  one  of  the  skills  listed  in  Part  I,  brushing  teeth, 
might  be  analyzed  is  presented  below: 


A  Sample  Task  Analysis:    Brushing  Teeth 

1.  Remove  toothbrush  and  toothpaste  from  cup 

2.  Unscrew  toothpaste  cap 

3.  Sc^ueeze  appropriate  amount  of  toothpaste  onto  brush 

4.  Lay  toothbrush  down 

5.  Screw  cap  back  on  tube 

6.  Pick  up  brush  in  preferred  hand 

7.  Lean  over  sink 

r>.    Brush  in  down  notion  over  top  teeth  from  one  side  of  mouth  to 

t!ie  other 
9.    Spit  out  excess  at  least  once 

10.  Brush  in  up  motion  over  bottom  teeth  from  one  side  of  mouth  to 
the  other 

11.  Spit  out  excess  at  least  once 

12.  Brush  in  down  motion  over  back  of  top  teeth  from  one  side  of 
mouth  to  the  other 

13.  Spit  out  excess  at  least  once 

14.  Brush  in  up  notion  over  back  of  bottom  teeth  from  one  side  of 
mouth  to  the  other 

15.  Spit  out  excess  at  least  once 

16.  Brush  back  and  forth  over  crowns  of  top  teeth  from  one  side  of 
mouth  to  the  other 

17.  Spit  out  excess  at  least  once 

lU.    Brush  back  and  forth  over  crowns  of  bottom  teeth  from  one  side 

of  mouth  to  the  other 
ly.    Spit  out  excess  at  least  once 

20.  Pick  XX])  cup 

21.  Turn  on  cold  water  faucet 

22.  Fill  cup  with  water 


2r>.  Rinse  nouth  with  v.atcr 

'J4,  Syit  out  excess  :it  lenst  once 

25.  Pour  excess  water  out  of  cuj-  into  sinl; 

2(j.  Replace  cup  next  to  sinK 

27.  Idnso  toothbrush  in  water 

2«.  Turn  off  cold  water  faucet 

2y.  Replace  hruslx  and  paste  in  cup 


Part  III;    Sanplc  Instructional  rro{*rans 

In  Part  III  two  different  instructional  profjrans  v.'ill  be  prcsentc<l. 
The  tern  instructional  program  as  it  is  used  here  refers  to  the 
delineation  and  arran«»einent  of  many  skills  a  teacher  should  have  into 
a  systenatic,  organised  soouence  of  events.    T!n».s,  in  our  view  a 
j^roj'.ran  should  include  at  least  the  fol lowing: 

A  rationale  -  A  rationale  for  the  proj^ran  j^resentod  below  is 
the  introduction  to  the  paper. 

B.  Tlie  students  -  A  description  of  the  students  is  presented 
below. 

C.  An  instructional  objective  -  The  instructional  objectives 
are  delineated  in  Part  I. 

I).    A  task  analysis  -  Analyses  of  two  tasks  of  concern  arc 

presented  below.    In  addition,  a  task  analysis  is  ticscribed 
in  Part  II  of  this  paper. 

n.    Instructional  materials  and  arrannenent  -  Both  the  instruc- 
tional  materials  and  how  the  students  and  materials  were 
arranged  in  the  classroom  will  be  presented  below. 

F.    Instructional  procedures  -  The  terrj  instructional  procedure, 
as  it  is  used  acre,  refers  to  the  behavior  the  teacher 
engancs  in  t}iat  results  in  the  students  acquirinr;  the 
res])onses  required  by  the  task  analysis.    Tlie  instructional 
j)rocedures  used  to  teach  tlie  students  tlie  two  sets  of 
skills  are  delineated  below. 

(',.    Effects  of  instruction  -  Presumably,  if  a  teac!»cr  encages  in 
activities  referred  to  iu  A  -  F  above,  the  students  will 
change  in  some  demonstrable  v.'ays.    The  changes,  if  any, 
manifested  by  the  students  would  then  bo  the  results  of 
the  program. 

Frop.ran  A;    Brushing  Hair 

Students  (Ss):    Fifty-four  Ss  were  initially  involvetl  in  this 
program;  46  of  Biese  54  Ss  perfoFmod  at  criterion  under  baseline 
conditions.    Thus,  8  Ss  remained  in  the  program. 


The  S  Ss  ranned  in  CA  from  14  to  21  (X  «  17,5)  and  in  MA  from  3 
to  11  ( X  a  7) ,    The  most  recently  obtained  IQ  scores  ranj»ed  from  estimates 
below  30  to  54  (Y  «  approximately  42).    These  Ss  had  been  enrolled  in 
public  school  classes  for  severely  retarded  or'lseverely  emotionally 
disturbed  Ss  from  3  to  IC  years  ( X  «  9.5). 

Cumulative  records  contained  such  descriptive  statements  as 
"trainably  retarded,"  "severely  defective,"  "limited  comprehension," 
"limited  memory,"  "does  not  participate  in  any  activity  except  eatin{»." 

Task  Analysis;    The  brushinn  hair  task  was  divided  into  six 
so({uenced  stops: 

!•    Moss  up  hair  with  fingers 

2.  Pick  up  brush  in  preferred  hand 

3.  Look  at  hair  in  mirror 

4.  Start  brush  at  front  top  of  head 

5.  Brush  down  through  hair  around  entire  head 

6.  Check  brushed  hair  in  mirror 

Instructional  tlatorials  and  Arrangements;    Teaching  was  conducted 
tv;ice  weekly  during  two  45-minutc  periods  in  a  "home  living  classroom" 
in  a  public  school.    Instructional  responsibilities  were  shared  by  a 
teacher  (T)  and  a  student  teacher  (T).    For  instructional  purposes 
the  S  Ss  were  divided  into  two  groups  (A  fi  B)  of  four.    The  teacher 
was  reTponsible  for  Group  A  and  tlie  student  teacher  was  responsible 
for  Group  B. 

Ss  were  seated  in  a  seni-circle  in  front  of  an  iS"  x  32"  x  52" 
bedroom  dresser  with  a  34"  x  40"  mirror  placed  at  eye  level  (See 
Appendix  A).    TliO  S  on  the  task  was  seated  directly  in  front  of  the 
mirror  (See  AppcndTx  A).    A  hairbrush  was  placed  on  the  dresser  top 
in  front  of  S^, 

All  initial  responses  were  recorded  as  correct  "♦",  performance 
error  "P",  or  order  error  "0"  (response  is  correct  but  occurs  out  of 
sequence)  on  data  sheets  (Sec  Appendix  B).    Ilach  data  sheet  contained 
space  for  each  S's  name  on  tlic  far  left  column  and  each  of  the  six 
steps  was  listecT  above  vertical  columns  across  the  top.    T!ic  total 
number  of  correct  responses  was  recorded  at  the  end  of  each  teachin(» 
trial. 

Instructional  Procedures;    Measures  of  baseline  performance  and 
performance  during  instruction  were   obtained  in  the  same  manner,  with 
only  response  conse<iucnces  differing.    Baseline  measures  were  obtained 
as  follows: 

When  S  was  seated  in  front  of  the  mirror,  T  instructed  S^  to  "?!css 
up  your  haTr,  tlicn  show  me  how  you  brush  it,  S.^  VVhcn  S^  had  conpletcly 
finished,  T  said,  "Tliank  you"  whether  or  not  tlie  responFe(s)  was 
correct  or""incorrect  and  recorded  S's  performance  on  each  of  the  six 


components  of  the  tasks.  This  procedure  was  followed  until  each  of 
the  8  Ss  had  the  opportunity  to  jierfom  the  task  without  assistance 
on  trfo"occasions. 

After  baseline  measures  were  obtained,  instruction  was  initiated 
as  follows: 

1.  T  api)roached  the  class,  seatetl  the  Ss  behind  her  and  said, 
''Now  I  will  show  you  how  to  brush  your  hair  neatly.  Watch 
very  closely,  because  later  I  v/ill  .isk  you  to  do  it  lust 
like  I  do." 

2.  T  then  modeled  the  entire  sequence,  as  she  verbally  labeled 
the  action  of  each  step;  o.p.,   'I  mess  up  ny  hair,"  "I  look 
in  the  mirror,"  "I  brush  all  around  ny  head."    Tlie  entire 
modeling  and  label inn  procedure  was  then  repeated  for  the 
nroup.    Before  T  f:ave  Ss  their  trials  at  the  task,  she 
explained  that  Tf  a  student  brushed  as  she  had  shoivn  him, 
she  would  teli  bin  what  a  p,ood  job  he  had  done,  pat  liim  on 
the  back  and/or  shake  liands  with  hin. 

3.  Subsequently,  T  selected  one  of  the  four  Ss  in  a  {»roup, 
placed  him  or  Fer  in  front  of  the  mirror  and  said,  "?loss 

up  your  liair,  then  show  me  how  you  brush  it,  S."  Initially, 
Ss  were  «iven  social  praise,  such  as  "Great  job  of  lookin<» 
Tn  the  nirror!",  "Beautiful  brushing  I",  after  each  ste]> 
performed  correctly. 

4.  If  an  S^ performed  a  step  incorrectly,  T  stopped  S  and  said 
"No,  Sj"  do  it  like  this"  and  modeled  tKe  correct"response  on 

•  her  own  hair.    If  £  then  performed  correctly,  T  said  "Good." 
If  £  anain  performeil  incorrectly,  T  i'hysicaily~primed  the 
correct  response  wliilc  saying  "See7  you  are  brush inc,  S," 
for  example. 

5.  T  then  gradually  attenuated  reinforcement  schedule  so  that 
5|  had  to  perform  more  and  more  steps  correctly  before  praise 
was  delivered. 

6.  The  three  remaining  Ss  in  the  group  were  instructed  to  attend 
to  the  S  receiving  instruction.    During  instruction  T  periodi- 
cally posetl  such  questions  to  the  group  as,  "V.liere  is  S 
looking?"  "Vlhat  is  S^  using  to  brush  her  hair?"    Ss  were 
praised  by  T  both  individually  and  as  a  group  foF  good 
attending  to"  task. 

Effects  of  Instruction;    As  previously  stated,  the  brushin<r  hair 
task  v/as  divided  into  six  components.    The  ability  of  each  of  the  R 
Ss  to  perform  tlie  six  steps  in  the  predefined  order  was  measured.  Tlius, 
m  any  given  trial  a  particular  S  could  make  from  0-6  correct  responses, 
Wiilo  individual  data  is  availabTe  for  each  of  the  8  Ss  only  the 
performance  of  one  S  will  be  graphically  depicted  here. 


DurinR  the  two  trial  baseline  periods  the  8  Ss  perfomod  fron  one 
to  three  of  the  six  steps  correctly.    Subscqucntlyt  ^  criterion  was 
sot  at  four  consecutive  errorless  trials  or  24  consecutive  correct 
responses  per  S.    It  should  be  noted  that  during  instruction  the  totai 
uunbcr  of  steps"  performed  correctly  were  recorded  on  individual  graphs, 
while  tlic  Ss  were  present,  immediately  after  the  training  session.  T 
verbally  pFaised  an  ^  for  "going  up"  on  the  g^^ap^^*  S  stayed  at" 

the  level  of  the  previous  trial  or  "went  dovrn"  on  the  grapIT,  T  urged 
hin  or  her  to  "try  harder"  next  time,  etc. 

All  Ss  performed  at  the  criterion  level.    However,  individual  Ss 
reached  criterion  after  differing  amounts  of  instruction.    T!\at  is, 
the  number  of  instructional  trials  required  before  Ss  reached  criterion 
ranged  from  11  to  IS  (Y  «  14.6). 

Depicted  in  Figure  I  below  is  tlie  Tjerfomance  of  Sj.    As  can  be 
discerned  from  Figure  I,  during  the  baseline  period  (trials  1  2) 

performed  3  and  3  correct  responses.    At  trial  3  instruction  was 
initiated  and  Sj[  reached  criterion  at  trial  17  after  15  teaching  trials. 

Program  B:    Washing  Hair 

Students  (Ss):    Thirty-nine  Ss  including  10  males  and  20  females 
(3  groups  of  11,  13  and  15)  received  instruction  in  the  washing  hair 
program.    Ss  ranged  in  CA  from  14-21  (I  «  17.5);  in  MA  from  3-14  ( T  « 
8.5);  in  Iff  scores  from  35-70  (IT  »  52.5);  and  in  years  in  school  fron 
7-16  (Y  «  11.5). 

Cumulative  records  contained  such  descriptive  statements  as 
"aphasic,"  "autistic,"  "unable  to  perform  complex  tasks  with  hands," 
"severely  physically  handicapped,"  "cerebral  palsied." 

Task  Analysis;    Washing  Hair    Tlie  washing  hair  task  was  analyzed 
and  divided  into  36  basic  steps.    T\\c  additional  steps  are  for  use 
with  those  girJr  w!io  might  need  to  creme  rinse  their  hair. 

1.  Secure  all  suj^plies  (liairbnish,  shampoo,  towel  and  creme  rinse 
for  girls) 

2.  Arrange  ail  supplies  next  to  sink 

3.  Pick  up  brush  in  preferred  hand 

4.  Drush  through  hair  all  arotmd  head 

5.  I/iy  brush  next  to  sink 

6.  Turn  on  hot  and  cold  water  faucets 

7.  Test  water  temperature  (vmrm)  with  fingers 
a.  Lean  head  over  sink 

9.  Spray  over  entire  head  with  sprayer  (students  could  choose  to 
use  a  cup  or  tlie  running  water  for  rinsing) 

10.  Turn  off  both  faucets 

11.  While  leaning  over  sink,  uncap  sham]>oo 

12.  Fill  cap  with  shampoo 


13.  Pour  capful  of  shanpoo         pnln  of  homl 

14.  Lay  sh.nnpoo  ca])  next  to  t/octlc 

15.  Usinp,  both  iianUs,  i*ul)  sliampoo  into  hair  over  entire  head 
10.  Using  both  hands,  work  up  lather  over  entire  !iead 

17.  Turn  on  hot  and  cold  water  faucets 

lo.  Test  water  tenperature  (warn)  with  fincors 

ly.  Lean  liead  over  sink 

20.  Spra>  over  entire  head  with  sprayer 

21.  Uinse  out  all  soap 

22.  Turn  off  hot  and  cold  water  faucets 

23.  Pick  up  shampoo  cap 

24.  Pour  capful  of  sliaupoo  into  pain  of  hand 

25.  Put  shamj'oo  caj)  on  bottle 

2().  Using  botli  hands,  rub  shanpoo  into  hair  over  entire  head 

27.  Usinn  both  hands,  work  up  lather  over  entire  head 

2i>.  Turn  on  hot  and  cold  water  faucets  - 

29.  Test  water  temperature  (warw)  with  fingers 

30.  Lean  head  over  sink 

31.  S]>ray  over  entire  head  with  sprayer 

32.  Uinse  out  all  soap 

33.  Turn  off  hot  and  cold  water  faucets  (Girls  using  crene  rinse 
omit  steps  34-36  at  this  point.) 

34.  Using  both  hands,  squeeze  out  excess  water  from  hair 

35.  Pick  up  towel 

36.  Uub  towel  over  hair  to  soak  up  excess  noisturo 

Follow  steps  34  throun^i  46  for  girls  using  crcr.c  rinse 

34a.  Uncap  crene  rinse 

35a.  Pour  api)ropriate  anount  of  crene  rinse  into  pain  of  hand 

36a.  Using  botli  hands,  rub  crene  rinse  into  liair  over  entire  liead 

37.  Put  cap  on  crene  rinse 

3J;.  l\Jrn  on  liot  and  cold  water  faucets 

5<>.  Test  water  tenperature  (warn)  with  fingers 

40.  Lean  head  over  sink 

41.  Spray  over  entire  head  with  sprayer 

42.  Rinse  out  all  crene  rinse 

43.  Turn  off  hot  and  cold  water  faucets 

44.  Using  both  iiands,  squeeze  out  excess  water  fron  hair 

45.  Pick  up  towel 

46.  Rub  towel  over  hair  to  soak  up  excess  noisturo 

Following  the  above  procedures,  wet  towels  were  placed  in  an 
autonatic  dryer  in  the  classroori.    Several  students  \/cre  instructed  in 
the  operation  of  tl»p  dryer. 

Instructional  Materials  and  Arrangencnt ;    Teaching  was  conduct oi! 
four  tines  per  week  during  45  uinute  class  sessions.    All  teaching  '.'as 
conducted  by  a  teaclier  (T),  a  student  teacher  (T),  and  a  teacher  aide 
(T).    Due  to  the  relativFiy  long  time  periods  required  by  the  task  and 
tHe  absence  of  a  large  nunber  of  sinks  (2)  only  two  Ss  received 
instruction  in  a  session. 


Tlic  classroon  was  divided  by  a  portable  room  divider  and  cacb  h?Uf 
v:as  c<|uippod  v;ith  a  J  l  •  x  36*  x  (>4'  sii;k  area  v;ith  faucets  for  'lot  and 
cold  water  and  an  attached  drainboard.    A  28"  x  SO"  x  36"  portable 
cupboard  with  countcrto])  was  placed  to  the  innediate  Tip}\t  of  the  sink 
(See  Appendix  C) • 

Supplies  used  for  v,ashinn  hair  included  a  plastic  bottle  of  sharipoo, 
a  ]>lastic  bottle  of  crene  rinse  and  a  bath-size  towel.    Those  sup]>lios 
v;cro  located  on  shelves  behind  a  door  of  the  portable  cupboard •  liair- 
brushes^  labeled  with  eacli  S's  nana,  were  placed  on  a  shelf-top  to  the 
rirjit  of  the  sink  prea  (See'^^J)pendix  C). 

The     at  task  stood  in  front  of  tlie  sinl^  while  T  and  tho  remaining 
stood  around     in  tho  sink  area  (Sec  Appendix  C)* 

Data  sheets^  designed  for  this  task^  were  used  for  recording  each 
S^'s  initial  responses  as  correct  "♦"^  performance  error  "P",  or  order 
error  "0"  (Sec  Appendix  U). 

Instructional  l^ocedures;    flcasures  of  baseline  performance  an«! 
j^erfomance  during  instruction  were  obtained  in  the  sane  nanner,  with 
only  response  consequences  difforinj^. 

Baseline  measures  were  ol^tained  as  follovs: 

V/lien  S  was  standing  in  frdijt  of  a  sink  T  said:    "Sliow  ne  how  you 
was!:  your  TTair^  S.    You  may  use  these  supplies  (point infi  to  an  open 
cupboard  which  contained  shampoo^  creme  rinse  and  towels)."   V/Iior  S 
had  imlicated  he  or  she  was  finished,  T  said  "Tliank  you"  whether  or 
not  S  liad  completed  tho  task  correctlyT  Vthile  S^  was  atten])tinn  to 
compTete  the  task  T  was  recording  the  number  of  correct  responses  made 
on  a  data  sheet. 

Tliis  procedure  was  followed  until  each  of  tho  39  Ss  had  one 
opportunity  to  wash  their  hair  without  assistance  (timcT  rrevontod 
natherinn  more  baseline  data). 

After  baseline  measures  were  obtained,  instruction  i:as  initiated 
as  follows: 

1.    T  arranjied  (standing)  a  sro\n^  in  front  of  the  sink  and  said, 
"Now  I  am  r.oing  to  show  you  liow  to  wash  your  hair.  Keei^ 
your  eyes  on  me.    I^ter  I  will  ask  you  to  wash  your  hair 
just  as  I  do."    T  then  modeled  the  entire  hair-i\'ashini^ 
sequence  for  tlie~grou|  .    V/hilo  T  was  modeling  the  task  she 
verbally  labeled  the  component  movements.    Tliat  is,  T 
would  say  "Now  I  am  rinsinir  my  hair,"  or  "Now  1  am  latherinj^ 
my  hair  with  shampoo"  while  she  was  performing  such  movements. 
This  procedure  was  followed  on  two  occasions.    Tims,  each 
grouf  luul  tho  opportunity  to  observe  T  perform  th.o  secii.cncc 
correctly  on  two  consecutive  occasions. 
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2.  T  selected  an  S  fror.  the  proup  and  requested  that  ho  or  she 
cone  to  tlic  sini.  and  then  said,   'Show  no  liov;  you  wash  your 
hair,  S."    If  S  performed  a  step  in  the  liOfjuonce  correctly, 

T  woulT  say,  for  cxanplc,  "Diat's  p.rcat!"    "You  have  all  your 
siipplies  ready!"    "(5ood  brushinj^!" 

3.  If     performed  a  step  incorrectly  or  out  of  order  T  intervened 
by  stopping  S_ and  saying,  "No,  that  is  not  correct.    Do  it 
like  this."  as  T  per  formed  the  required  noverionts  on  tho  ^'s 
hair. 

4.  S  was  then  instructed  to  rc}»eat  tho  r.iovment  nodelcil  Vy  T 
and  tl;en  to  proceed, 

r>.    If  S  iicrforrjcd  tlic  novcnent  correctly  he  or  she  \:as  praised 
and""instructed  to  proceed  to  tl»c  next  step. 

6.  If  r>  did  not  ros]H5nd  correctly,  T  priricd  S  (i.e.,  physically 
{luiJod  S  tiirouf.}'  the  wovenonts)  tiirouj'h  tFe  correct  response 
and  S  \.'as  then  instructed  to  proceed  to  tlic  next  step. 

Tlie  following  procedural  points  should  be  noted  at  this  tine: 

A.  Priniug  cues,  i.e.,  physical  assistance,  v/ore  ronoved  until 
an  S  could  perforr»  a  required  task  without  assistance. 

B.  Modeling  cues  v:ere  «»iadually  faded  until  could  pcrforn  tho 
task  without  the  assistance  of  T.  ~" 

C.  Social  praise  was  gradually  faded  in  that  Ss  were  rofjuirod  to 
]M;rfonn  nore  and  more  steps  in  the  soquonc~  correctly  before 
T  would  issue  praise. 

I),  V/liile  one  S  was  receiving  instruction  the  renaining  Ss  in  the 
grouj'  were^praiscd  for  attending  and  were  asked  to  rcspoiul  to 
questions  like,  "Wasn't  that  good?"  or  "Did  she  do  it  rifht?" 
or  "VHuit  should  she  do  next?" 

Hffects  of  Instruction;    Continuous  ncasures  of  the  perfomance  of 
all  Ss  were  obtained  during  tiic  baseline  and  the  teaching  ]^}iascs  of  tho 
progFan.    During  the  baseline  period  (trial  I)  nalo  Ss  could  nakc  from 
0  to  36  correct  responses  and  fcrialo  Ss  could  nake  fFon  0  to  46  correct 
responses.    It  should  be  noted  that  in* order  for  a  response  to  be 
scored  as  correct  it  has  to  be  ])orfornei1  correctly  and  it  has  to  occur 
in  an  acceptable  order.    Strict  adlicrence  to  the  order  delineated  in 
the  task  analysis  was  required  only  if  an  alternative  sequence  was 
unacceptable  (e.g.,  spray  head  with  sprayer,  step  31  before  step  ?n, 
lean  head  over  sink). 
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Uurinc  the  baseline  trial  the  19  male  Ss  nade  from  3  to  20  correct 
responses  out  of  a  rossiblc  36  (Y  correct  «~8,S)  and  female  Ss  nade 
from  1  to  15  correct  responses  out  of  a  possible  46  (T  correct  «  8.8). 

Prior  to  instruction,  criterion  performance  was  sot  at  three 
consecutive  errorless  trials.    By  the  end  of  the  school  year  32  of 
the  39  Ss  reached  criterion  (14  nales  and  18  females).    Tlie  nunber 
of  training  trials  required  before  criterion  was  reacheil  by  the  nale 
Ss  ranged  fron  5  to  15  (X  =  9.7)  and  by  the  female  Ss  ranged  from  3 
to  19  (Y  «  10.0). 

Tlie  7  remaininn  Ss  (5  males  f,  2  females)  did  not  perform  at  criterion 
levels  by  the  end  of  tlic  school  year.    On  the  other  hand  the  2  nale 
Ss  nade  30  and  36  correct  responses  out  of  a  possible  36  on  the  last 
training  trial  and  the  5  female  Ss  made  44,  44,  45,  45  and  45  correct 
responses  out  of  a  possible  46  on  the  last  training  trial  of  the 
school  year. 

In  an  attempt  to  avoid  redundancy  only  the  performance  of  one  S 
(female)  will  be  graphically  depicted  in  Figure  II.    As  can  ho  "~ 
discerned  fron  Figure  11,  Sj  nade  16  correct  responses  during  the 
baseline  trial  and  a  totp.l  of  11  training  trials  were  required  before 
Sj^  reached  criterion  at  trial  12. 


Part  IV;    Discussion  and  Implications 

Tlie  application  of  behavioristic  task  analysis  procedures  and 
systematic  instructional  technology  to  specified  instructional 
objectives  resulted  in  the  development  of  several  homo  living  skills 
in  severely  handicapped  students. 

Tlie  students  did  perform  the  steps  involved  in  the  skills  presented 
to  them  in  the  public  school  classroom  environment;  the  very  nature 
of  tliese  skills  requires  that  they  be  performed  other  than  in  the  class- 
room where  the  teacher  model  is  present,    The  skills  must  generalize 
across  settings  into  the  natural  home  environment.    Some  attempt  to 
insure  generalization  was  made  by  gradually  withdrawing  (fading)  the 
assistance  and  reinforcement  of  the  teacher.    Other  examples  of  such 
attempts  include  taking  the  students  to  other  settings  within  the 
school;  e.g.,  after  students  liad  net  criterion  performance  on  wafihing 
a  hairbrush  they  were  taken  to  two  different  rooms  with  stimuli  (type 
of  sink,  supplies  in  different  areas)  re-arranged.    There  was  also  an 
attempt  made  to  have  the  students  observed  performing  t!»e  task  in  the 
hone  environment.    A  checklist  (Appendix  U)  of  steps  involved  in  the 
washing  hair  task  was  sent  to  tlie  jiarents  when  the  student  had  reached 
criterion  performance.    Tl»c  return  of  checklists  was  not  representative 
in  that  only  10  of  tho  32  sent  were  returned.    However,  all  10  indicated 
satisfaction  with  the  ]»erformance  of  the  children  at  home.    For  any 
hone  living  skills  program  to  be  truly  successful,  further  attempt' to 
insure  performance  in  the  students »  present  and  future  home  environr.  cnts 
must  be  made. 

ft* 
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A  j'ossihlc  Method  of  better  prcpririnK  students  to  porforn  the  sliiUs 
necessary  for  indcpeijclcnt  or  seni-indcpeudcnt  survival  woula  call  for  a 
cooperative  public  sci»ool  personnel  -  parent  training:  proj^ran.    Ij.  thir. 
way,  parents  as  well  as  scliool  personnel  could  consistently  assist  and 
reiiiforcc  those  stops  involved  in  acquisition  of  vital  skills,  r.vcji 
after  skills  are  acquired,  ]'arcnts  and  the  hone  environncnt  nust  ropcatodly 
dcnaivJ  the  performance  of  tliosc  skills  or  they  v;ili  be  lost. 

A  limitation  of  the  present  proRrjin,  not  readily  disccrniMc  from 
the  results,  is  the  relatively  large  amount  of  tino  spent  in  teaching 
tlic  tasl:  of  washing  hair,  for  example,    'flie  results  indicate  that  sono 
students  requireil  19  trials  to  acquire  the  skill.    Considerinj*  the 
linitations  of  45  rduiite  class  reriods  in  limited  space  and  with  a 
liiqh  pupil -tcaciicr  ratio,  the  t  .sk  tool,  some  students  almost  seven 
nonths  to  ac<)uire.    Because  of  the  lar^e  number  of  honn  livin.?!  skillr. 
to  be  taught,  tlioso  linitations  would  need  to  bo  reduced  or  elininatci' 
in  future  programs.    If  the  progrannin^  ilid  indeed  begin  at  .i»»e  H  or 
earlier,  instead  of  in  adolescence,  a  great  tine  clement  could  be 
eliminated.    Uany  aspects  of  the  pro.'»,ran  are,  at  t'lc  time  of  tb.is 
v/ritins,  being  im])lonented  with  lower  age  children  ir.  the  same  public 
school  setting. 

.Not  all  of  tlie  tasks  delineated  in  Part  I  have  presently  been 
analysed  and  taught.    It  is  our  hope  that  further  task  analyses  will 
be  completed  and  i>resented  in  t^e  classroom  in  the  near  ftiture  by 
those  currently  involved  and  l>y  ot?icr  school  personnel,  especially 
those  involved' in  instructing  lower  age  students. 
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Instructional  Arrangement  for  Brushing  Hair 


mirror 


dresser 
with  brush 


Chair 

Chair 

For 

For 

Teacher 

Student 

Students     in  Chairs 
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APPENDIX  B 
Data  Sheet  for  Brushing  Hair 
4>  s  correct  response 

P  »  performance  error  (incorrect  response)        Group  __ 
0  »  order  error  (incorrect  response)  Date 


Students 

Pick  up 
brush 

Look  at 
hair  in 
mirror 

Start 
brush  at 
front  top 

Brush  dovm 
at  least  6 
strokes 
around  head 

Do  not  comb 
hair  over 
part 

Check 

brushed  hair 
in  mirror 

1  Total 
correct 

joe 

M4Va 
VIJLKe 

Alice 

Sue 

Joe 

Mike 

Alice 

Sue 
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APPENDIX  C 


Instructional  Arrangement  for  Washing  Hair 


portable  cupboard 
containing  shanpoo, 
crene  rinse  and 
towels 


Students  and  teacher  standing 


shelf-top 

with 

brushes 
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APPENDIX  D 


Data  Sheet  for  Washing  Hair 

•«•  »  correct  response 

P  ■  perforsiance  error  (incorrect  response  Group 
0  "  order  error  (incorrect  response)  Date 


Students 


1 

Jeff 

Paula 

Mike 

Chris 

Gary 

Judy 

1 

Craig 

A  •  secure  uxxisn  p 
shampoo,  creme 

2,  Arrange  all  sup- 
plies next  to  sink 

We    c  AWlV    UJI    U*lASIil  Jlil 

preferred  hand 

4.  Brush  through  hair 
all  around  head 

hSLj  Dxusn  noAb 
to  sink 

o«  iiim  on  nob  i) 
cold  water  faucets 

7.  Test  water  temp, 
(warm)  with  fingers 

8.  Lean  head  over 
sink 

9.  Spray  over  entire 
head  with  sprayer 

10.  Turn  off  both 
faucets 

11.  While  lean^g 
over  sink,  uncap 
shampoo 

12.  Fill  cap  with 
shampoo 
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Students 


• 

Mary 

m 

1 

Qa 

Mike 

1  Chris 

Gary 

Judy 

Ba 

Craig 

Xk  Pour  capful  of 
snBiBpoo  xiibO  pam 
of  hand 

14 •  Lay  shampoo  cap 
next  to  bottle 

IS.  Using  both  hands » 
run  snaamoo  into  nair 
over  entire  head 

i6.  Using  both  hands, 
work  up  lather  over 
entire  head 

17,  Turn  on  hot  S 
cold  water  faucets 

18.  Test  water  tenp. 
(warm)  with  fingers 

19  •  Lean  head  over 
sink 

20.  Spray  over  entire 
head  with  sprayer 

21.   Rinse  out  all 
soap 

22.  Tvam  off  hot  § 
cold  witer  faucets 

23.  Pick  up  shampoo 
cap 

24.  Pour  capfiil  of 

shampoo  into  palm 

of  hand  , — ...^ 

25.  Put  Shampoo  cap 
on  bottle 
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Students 


Mary 

Jeff 

Paula 

t 

Hike 

Chris 

Gary 

Judy 

i 

** 

Craig 

26.  Use  both  hands, 
rub  shanDOO  into  hair 
over  entire  head 

27.  Using  both  hands, 
worK  up  xabner  over 
entire  hea4 

28.  Turn  on  hot  9 
cold  water  faucets 

29.  Test  water  temp, 
(warm)  with  fingers 

30.  Lean  head  over 

•  • 

sink 

31 «  Spray  over  entire 
head  with  sprayer 

32.  Rinse  out  all 
soap 

33.    Turn  off  hot  § 
cold  water  faucets 

Girls  us|.ng  rrme  , 
36  at  this  point 

34.  Using  both  hands, 
water  from  hair 

35.  Pick  up  towel 

* 

36.  Rub  towel  over 
hair  to  soak  up 
excess  moisture 

Follow  steps  34-46 
for  girls  using 
creme  rinse 

34a.  Uncap  creme 
rinse 

35a.  Pour  appropriate 
amt.  of  creme  rinse 
into  palm  of  hand 
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S 

tudent 

s 

Mary 

Jeff 

Paula 

Hike 

1 

Gary 

Judy 

Craig 

36a.  Using  both  hands, 
rub  creme  rinse  into 
hair  over  entire  head 

37.  Put  cap  on  creme 
rinse 

38.  1\im  on  hot  and 
cold  water  faucets 

39.  Test  water  temp, 
(warm)  with  fingers 

40.  Lean  head  over 
sink 

41.  Spray  over  entire 
head  with  sprayer 

42.  Rinse  out  all 
creme  rinse 

43.  Turn  off  hot  and 
cold  watet*  faucets 

44.  Using  both  hands, 
squeeze  out  excess 

45.  Pick  up  towel 

46.  Rub  towel  over 
hair  to  soak  up 
excess  moisture 

APPENDIX  B 
Parent  Checklist  for  Washing  Hair 


Dear  Parents: 

It  is  very  important  that  a  student  can  perform  the 
skills  learned  in  *'home  living  skills**  class  at  home. 
To  determine  if  your  child  is  correctly  performing 
the  skill  of  washing  his  own  hair  at  home,  please 
fill  out  the  attached  sheet  as  soon  as  possible 
and  return  to  me.   This  will  be  a  great  help  to 
me,  to  your  child,  and  hopefully  to  you. 

I  appreciate  your  cooperation. 

Sincerely, 


Sue  Hamre 
Enclosure 
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Child's  Name 


Date  Observed 


Nane  of  Person  Observing 

Instruct  your  child  to  "show  me  how  you  wash  your  hair**  and  be  sure  he  knows  where 
you  keep  the  supplies.   Place  a  \Xin  the  correct  column  and  make  finy  additional 
comments  that  seem  necessary;  check  **yes**  if  your  child  can  perfoni  the  step  without 
any  help;  check  **no**  if  he  needs  any  help. 


Steps  Yes     No  Commtmts 


1.   Get  out  brush,  shampoo, 
creme  rinse  (girls  only) 
and  towel? 

2.   Brush  through  hair  around 
head? 

3.   Rinse  all  hair  with 

(preferably  warm)  water? 

4.   Uther  all  hair  with 
shampoo? 

5.    Rinse  out  all  soan  with 
(preferably  warm)  water? 

6.    Lather  all  hair  again 
with  shampoo? 

7.   Rinse  out  all  soap  with 
(preferably  warm)  water? 

BOY: 

8.    Towel -dry  hair? 

GIRL: 

8a.  Rub  creme  rinse  all  over 
hair? 

9.   Rinse  out  all  creme  rinse 
with  (preferably  warm) 
water? 

• 

10.   Towel-dry  hair? 

Signed 
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FIGURE  I 


Performance  of  one  S  on  the  Brushing  Hair  Task 
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FIGURE  XX 


Performance  of  one  S  on  the  Washing  Hair  Task 
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*  These  programs  have  not  been  implemented  due  to  time  restrictions. 
It  is  tentatively  planned  to  ccHnplete  them  next  semester.  Likewise, 
some  of  the  other  programs  have  not  been  completed  by  all  students 
due  to  lack  of  time. 


I.  INTRODUCTION 


A.  Rationale 

The  educational  goals  for  students  functioning  at  a  severely 
handicapped  level  should  encompass  the  teachinj;  of  skills  which  will 
facilitate  their  functioning  independently  in  a  comnunity  setting. 
There  is  a  vast  array  of  skills  which  facilitates  independent  com- 
munity functioning.   This  array  includes  at  least;  community 
survival  skills;  self-care  skills;  rudimentary  language,  math  and 
reading;  vocational  skills;  social  interaction  skills;  and  family 
living  skills.   Although  many  authors  have  e  poused  the  importance 
of  teaching  severely  handicapped  students  the  skills  delineated 
above,  a  review  of  literature  reveals  a  paucity  of  articulated 
programs.   Herein,  a  family-life  curriculum  which  encompasses  bodily 
distinctions,  self-care,  family,  social  interactions  and  social 
manners  with  a  sex  education  emphasis  is  articulated.   This  curric- 
ulum is  in  the  process  of  ongoing  revision  and  development  based 
upon  student  performance  data  within  it. 

The  implementation  of  a  family-life  program  arose  from 
immediate  problems  concerning  the  students.   The  students  involved 
in  the  program  were  12-16  years  of  age.   Behavioral  observations 
and  reports  from  parents,  teachers,  and  administrators  indicated 
that  the  students  lacked  appropriate  social  interaction,  social 
manners,  self -care  and  grooming  skills.   The  lack  of  appropriate 
skills  resulted  in  the  students  engaging  in  inappropriate  social  and 
physical  interactions  with  themselves,  peers,  and  adults  (e.g., 
public  masturbation,  inappropriate  touching  of  others,  inappropriate 
display  of  underclothing  and  body  parts).   Hie  students  were  also 
experiencing  physical  growth  related  to  puberty  and  often  attempted 
to  verbally  and/or  physically  report  new  and  different  parts  of 
their  bodies,  .but  lacked  the  appropriate  vocabulary,   lite  occurrence 
of  inappropriate  behaviors,  the  lack  of  appropriate  behavioral 
alternatives,  and  the  lack  of  vocabulary  were  the  basis  for  the 
construction  of  a  **family-life**  skills  curriculum.    It  was  intended 
to  eliminate  some  of  the  problems  described  by  teaching  the  students 
appropriate  behavioral  alternatives. 

An  essential  component  of  the  program  was  the  participation  of 
the  students*  parents.    They  provided  the  educational  staff  with 
the  support  and  consent  necessary  to  implement  the  program  and 
facilitated  the  transfer  of  skills  taught  at  school  to  the  home 
(e.g.,  self-care). 


B.    Scope  and  Sequence 

The  family-life  curriculum  was  divided  irto  five  programmatic 
areas:   bodily  distinctions;  self-care  skills;  family;  social 
interactions;  and  social  manners.    Each  area  had  its  own  component 


programs  and  hierarchy;  however,  there  were  interrelationships  between 
programs.   For  example,  the  students  had  to  demonstrate  the  ability 
to  discriminate  selected  body  parts  in  the  body  parts  program  before 
they  could  be  taught  self-care  skills  which  required  discrimination 
of  body  parts.   Similarly,  they  will  have  to  learn  to  discriminate 
males  from  females  in  the  sex  distinctions  program  before  the  social 
interactions  program,  which  will  require  differential  responding  based 
on  sex  distinctions  can  be  implemented «    The  following  is  a  scope  and 
sequence  chart  of  the  family-life  program.    (See  chart  on  following 
page) . 


C.    Programs  to  be  Devised  and  Implemented 

Due  to  time  restrictions  several  programs  could  not  be  implemented 
tliis  school  year.   They  were:    Sex  Distinctions  Related  to  Growth, 
Family  Roles,  Social  InteractionsT  and  Social  Manners.    These  programs 
will  be  implemented  in  the  next  school  year.   Currently  the  programs 
are  in  various  stages  of  development.    The  Body  Distinctions  Related 
to  Growth  Program  is  completely  written  and  ready  for  implementation 
while  the  other  programs  have  not  been  completely  conceptualized.  The 
programs  as  they  are  currently  envisioned  will  be  described  in  the 
context  of  their  own  program  hierarchies. 


D.    Students  and  Behavioral  Prerequisites 

The  students  this  curriculum  was  developed  for  ranged  in  CA.  frm 
12  to  16  and  MA  from  4  to  7.    Their  expressive  language  levels  ranged 
from  two-word  mean  utterance  length  to  five-word  mean  utterance 
length.    The  students  were  all  proficient  at  imitating  nK>tor  and 
verbal  models. 

The  curriculum  described  here  is  appropriate  for  students  who 
can  imitate  motoric  models  and  at  least  three  word  utterances.  It 
was  our  experience  that  the  higher  the  students*  language  skills 
(in  terms  of  mean  utterance  length),  the  more  rapidly  they  progressed 
through  the  curriculum. 


E.    General  Procedures 

Mastery  Criterion 

A  trial  may  be  defined  as  an  arbitrarily  determined  number  of 
responses.    For  example,  in  teaching  body  parts  one  could  teach  the 
parts  in  sets  of  one,  two,  three,  etc.  dependent  upon  the  abilities 
of  the  student.    In  this  program  the  student's  responses  to  a  com- 
plete set  was  considered  a  trial.    Thus,  for  a  set  of  one,  one 
response  equaled  a  trial;  for  a  set  of  two,  two  responses  equaled 
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a  trial;  ate.  Nastary  critarion  is  tha  critarion  tha  studant  has  to 
attain  to  dtaonstrata  that  ha  has  aastarad  a  spaeified  objaetiva  and 
is  raady  to  advanca  to  tha  naxt  objaetiva.   In  this  eurriculioi 
critarion  lavals  vara  sat  in  taras  of  both  pareantagas  and  trials. 
In  such  prograas  as  sax  distinctions,  whara  tha  studant  had  to  labal 
twanty-savan  figuras  as  »ala  or  fsaala,  tha  critarion  was  sat  at 
90%  on  a  trial  of  27  possibla  rasponsas.   Howevar,  in  othar  prograas, 
such  as  faaily  aaabars  and  ralationships,  whara  it  was  assantial  that 
tha  studant  laam  avary  rasponsa,  critarion  was  sat  at  ona  Inmdrad 
parcant  corract  rasponding  on  a  trial.   Ganarally  in  basalina  sagnants 
of  tha  prograa  tha  studant  had  to  attain  95-100%  corract  rasponding 
on  ona  trial  to  advanca  to  tha  naxt  objaetiva  of  a  prograa.  If 
tha  studant  failad,  ha  was  instructad.   In  instructional  sassions 
tha  students  had  to  have  three  consecutive  trials  of  95-100%  correct 
responding  to  advance  to  the  next  objective  of  a  prograa.  Each 
instructional  session  constituted  one  trial  since  each  student  was 
only  given  one  trial  par  instructional  session.   A  saapla  data  sheet 
should  help  to  fiirther  clarify  tha  notions  of  trials  and  criteria. 

Saapla  Data  Sheet* 

(See  Appendix  B  for  Graph) 

___  Behavior  Objective  Body  Parts  Set  Arm,  Stoaach,  Chest 
Waae  Trial      Ara      Stoaach      Chest       Total  Correct 


Student  #11  ♦           ♦  -  or  M  2 

2  ♦           ♦             ♦  3 

S  ♦  -  or  M         ♦  2 

4  ♦           ♦             ♦  S 

5  ♦            ♦             ♦  3 

6  ♦            ♦             ♦  3 


(Criterion  aet:   three  consecutive  correct  trials) 

*   In  the  data  systea  utilised:    ♦  indicates  a  correct  response; 
-  indicates  an  incorrect  response;  M  indicates  a  correct  response 
after  %  aodet  and  P  indicates  a  correct  response  after  a  priae. 


Teaching  and  Measureaent  Procedures 

IVro  basic  teaching  and  aeasureaent  designs  were  utilized:  a 
Bodel -test- teach  design  and  a  test- teach  design.   The  nodel -test- teach 
design  consisted  of  two  segaents.    In  the  first  segaent  the  teacher 
aodeled  the  correct  responses  for  the  students  and  had  the  students 
practice  thea.    In  the  second  segaent,  the  taachar  presented  the 
verbal  response  cue.    If  the  student  responded  correctly  he  was 
rewarded.    If  he  responded  incorrectly,  he  was  taught  the  correct 


response  through  either  a  nodeling  procedure  (the  teacher  modeled  the 
response  and  had  the  student  imitate),  or  a  priming  procedure  (the 
teacher  physically  guided  the  student  through  the  correct  response). 
For  students  who  initially  responded  incorrect ly«  the  models  or 
prompts  were  faded  until  they  could  perform  the  correct  response  to 
the  teacher's  cue.   Models  were  faded  by  presenting  a  successively 
shorter  segment  of  the  modeled  response.    Prompts  were  faded  by 
gradually  lessening  the  amount  of  guidance. 

In  using  a  model -test- teach  design  measures  should  be  taken  to 
assess  whether  the  students  can  perform  the  behaviors  when  they  are 
nat  preceded  closely  in  time  by  a  model.    In  this  program  rebaselines, 
post-tests  or  measures  of  generalization  were  usually  administered 
to  assess  whether  the  students  could  perform  the  target  behaviors 
given  only  a  cue  to  respond. 

Basic  Procedure  -  Model -Test-Teach 

1.  Modeling  -  T  (teacher)  modeled  the  correct  responses  for 
the  Ss  (stuiSents) . 

2.  Testing  and  T^Achinp 

a.  T  secured  the  attention  (eye  contact)  of  the  Ss. 

b.  T  presented  the  mat «*ials. 

c.  T  cued  the  Ss  to  scan  the  instructional  materials 
and  primed  the  scanning  response  if  necessary. 

d.  T  presented  the  cue  to  respond. 

e.  T  evaluated  the  £*s  response. 

n    Correct  response:  •  T  immediately  consequated 
the  £*s  response  wTth  verbal  praise  and  a 
smile  and  marked  the  data  sheet  with  a  **♦.** 
If  the  student  had  three  consecutive  correct 
trials  he/she  proceeded  on  to  the  next  objective. 

2)    Incorrect  response:   T  proceeded  to  Step  f . 

f.  T  secured  S*s  eye  contact7  presented  the  cue  to 
Fespond  an7  provided  a  model  of  the  correct  response. 

g.  T  secured  the  S*s  eye  contact  and  presented  the  cue 
to  respond.  " 

h.  T  evaluated  the  S*s  response. 

1)  Correct  response:   T  immediately  consequated 
the  S*s  response  with  verbal  praise  and  a  smile 
and  marked  the  data  sheet  with  a  "-**  or  **M."  T 
eliminated  the  modeling  by  gradually  reducing  " 
the  demonstration  provided. 

2)  Incorrect  response:    T  proceeded  to  Step  i. 

i.  T  secured  the  S*s  eye  conFact,  presented  the  cue  to 
Fespond  and  prTmed  the  correct  response  by  physically 
guiding  the  S^  through  it.    T  consequated  the  response 
with  verbal  ]^aise  and  a  smTle  and  marked  the  data 
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sheet  with  a  "P.**  T  eliainated  the  prising  by 
gradually  fading  the  assistance.   As  the  exaaple 
indicates,  data  was  only  taken  during  the  test* 
teach  segaent. 

Basic  Procedure  «  Test-Teach 

The  test-teach  design  consisted  of  only  isplenenting  segaent 
two  of  the  Bodel-test-teach  design. 

Placing  the  Student 

Utilization  of  task  analysis  facilitates  individualization  of 
instruction.   Utilizing  a  task  analysis  aodel,  student  mastery  of 
various  objectives  nay  be  assessed  before  instruction,  and  th^  can 
be  instructed  on  only  those  objectives  on  which  they  have  failed 
and  for  which  they  have  aastered  the  prerequisites.   Thus,  students 
can  be  peraitted  to  proceed  through  the  curriculua  at  their  own 
pace,  taking  longer  on  trouble  spots  and  skipping  steps  on  which 
they  dMtonstrate  aastery. 

To  detemi'^e  a  student's  entering  level  into  the  curriculum  or 
program,  a  basoiine  measure  was  devised  to  assess  the  student's 
mastery  of  a  behavioral  objective.   The  test  basically  consisted 
of  implementing  steps  **a**  through  "e**  of  the  basic  teaching  procedure 
(without  consequating  student  responses).   For  example,  baseline 
measure  for  the  body  parts  behavioral  objective  consisted  of: 

a.  The  teacher  secured  eye  contact  to  the  task  for  all  the 
students. 

b.  The  teacher  pointed  to  a  representational  figure. 

e.   The  teacher  selected  one  student  and  said,  *^  look  at 
this,**  while  she  pointed  to  the  body  part.   If  S  looked, 
the  teacher  proceeded  to  step  **d.**   If  S  did  noF  look, 
the  teacher  repeated  the  cue  and/or  physically  primed 
S  to  look  and  then  proceeded  to  step  *^.** 

d.  The  teacher  presented  the  response  cue,  **Nhat  is  this,  S?** 

e.  The  teacher  marked  a  **•»**  for  a  correct  response  and  a 
**-**  for  an  incorrect  response. 

A  similar  measure  was  devised  for  each  behavioral  objective. 
If  the  student  failed  the  test  and  had  the  requisite  behaviors,  he 
was  taught  the  skill;  if  he  passed,  he  moved  on  to  the  next  objective. 
The  tests  were  given  in  the  same  easy  to  hard  sequence  as  depicted 
in  the  task  hierarchy.    Typically,  students  were  only  tested  on 
skills  for  which  they  had  demonstrated  the  requisite  behaviors. 


II.    PARENTAL  INTERACTIONS 

An  essential  component  of  the  family- life  curriculum  was  the 
participation  of  the  students*  parents.   Parental  interactions 
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provided  the  educational  staff  with  input  on  which  skills  the  students 
possessed  and  which  skills  needed  to  be  taught;  facilitated  the 
maintenance  and  generalization  of  instated  behaviors  to  the  home 
environment  (e.g.,  self-care  skills);  and  provided  the  necessary 
support  and  consent  to  implement  the  sex  education  components  of 
the  curriculum.    Communication  between  parents  and  teachers  was 
conducted  through  three  channels:    parent  conferences  at  school; 
notes  between  home  and  school;  and  telephone  conversations* 

Initially,  the  implementation  of  a  family-life  curriculum  with 
sex  education  components  was  approached  with  intrepidation  on  the 
part  of  the  educational  staff.   The  uneasiness  was  due  primarily  to 
lack  of  knowledge  as  to  how  the  parents  and  community  would  react. 
Thus,  the  first  step  in  program  implementation  was  to  solicit  the 
consent  and  support  of  the  parents.    An  outline  of  a  potential 
Family-Life  curriculum  and  a  conference  report  covering  topics  of 
concern  (See  Appendix  A)  were  constructed  for  the  purpose  of 
facilitating  discussion  of  the  program  at  parent- teacher  conferences, 
Ihe  parents  were  then  invited  to  individual  parent  conferences  to 
discuss  the  potential  curriculum  and  to  fill  out  the  conference 
reports  with  the  teacher,  . 

The  results  of  the  conference  reports  (Table  1)  indicated  that 
most  of  the  parents  had  not  discussed  bodily  distinctions  (including 
gmitals)  or  sexual  intercourse  with  their  children.   However,  a 
majority  of  the  parents  stated  that  they  had  talked  to  their  children 
about  self-care  skills,  acting  like  ladies  or  gentlemen,  verbal  and 
physical  social  contact  with  others,  and  family  life  (sliaring, 
cooperating,  etc).   The  parents*  general  concensus  was  that  their 
children  needed  instruction  on  skills  delineated  on  the  curriculum 
outline  and  a  majority  of  them  (4  out  of  7)  could  not  think  of 
additional  skills.    Two  of  the  parents  requested  that  their  children 
be  taught  the  appropriate  times  and  places  to  masturbate  and  a 
third  asked  that  her  child  be  taught  appropriate  toileting  after 
a  bowel  movement.    Other  areas  they  expressed  concern  about  were 
the  childrens*  inappropriate  (overfriendly  -  nondiscriminating) 
verbal  and  physical  interactions  with  others,  and  inappropriate 
body  posture  and  gestures.   The  parents  were  quite  supportive  of 
the  potential  curriculum  and  all  expressed  a  desire  for  frequent 
contacts  with  the  teacher  in  regard  to  the  progress  and  programs 
of  their  children. 

Following  the  parent  conferences,  programs  were  devised  and 
implemented  for  components  of  the  curriculum  outline.    Close  contact 
was  maintained  with  the  parents  through  telephone  calls,  notes,  and 
conferences.    As  will  be  described  in  the  program  sections,  some 
programs  relied  on  interaction,  support  and  consent  from  the  parent 
for  their  success. 
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TABLE  1 

Family-Life  Skills  Conference  Report  Results 
Nimber  of  Parents  a  7 


Topical  Areas  Have  Talked  to  Child  About 


Yes 

No 

Body  parts,  with  appropriate 
names  for  genitals 

3 

4 

Self -care  skills 
(including  menstrual 
hygiene) 

7 

0 

Acting  like  a  lady/ 
gentleman 

7 

0 

Verbal  and  physical  social 
contact  with  others 

S 

2 

Family  life 

6 

1 

How  babies  are  made 

0 

7 
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III.    BODILY  DISTINCTIONS 


A.    Bo4y  Parts 

The  ability  to  discriminate  and  label  body  parts  on  others  and 
self  is  a  requisite  behavior  to  the  sex  distinctions,  family,  body 
growth,  social  manners  and  social  interactions  programs.    That  is, 
labeling  selected  body  parts  was  a  component  behavior  of  each  of 
these  programs.    This  program  was  divided  into  four  phases:  I) 
teaching  discrimination  of  body  parts  on  others;  II)  teaching 
labeling  of  body  parts  on  others;  III)  teaching  discrimination  of 
body  parts  on  self;  and  IV)  teaching  labeling  of  body  parts  on 
self.    (The  students  were  taught  to  discriminate  and  label  body 
parts  on  others  before  themselves  because  they  could  see  the  entire 
body  on  others,  as  opposed  to  viewing  only  parts  on  self.) 

Instruction  of  each  phase  consisted  of  two  segments:  (1)  modeling,  and 
(2)  tests  and  instruction.    In  the  modeling  segment  the  teacher 
modeled  the  correct  responses  and  had  the  students  imitate.  Hiis 
was  followed  by  a  segment  that  consisted  of  individual  tests  and 
instruction.   Data  was  only  taken  on  the  test  and  instruction 
segment.    The  criterion  on  baselines  was  at  least  95%  correct  on 
all  body  parts  and  the  criterion  for  instructional  sets  was  three 
consecutive  correct  trials. 

Discrimination  and  labeling  of  the  body  parts  head,  hair,  eye, 
nose,  mouth,  ear,  neck,  shoulder,  back,  arm,  elbow,  wrist,  hand, 
finger,  chest,  stomach,  leg,  knee,  ankle,  foot  and  toe  were  taught 
on  the  teacher,  self,  and  unclothed  representational  figures  in  the 
classroom;  navel  was  taught  only  on  the  representational  figures. 
For  some  students  the  list  of  parts  were  broken  into  sets  of  1-7 
to  facilitate  learning.    Discrimination  and  labeling  of  what  will 
be  referred  to  as  genital  parts  (i.e.,  breast  [for  women},  nipple, 
penis,  pubic  hair,  vagina,  crotch,  buttocks)  were  only  taught  on 
unclothed  representational  figures  in  the  classroom.  Generalization 
of  labeling  genital  body  parts  to  unclothed  others  of  the  same  sex 
and  self  was  tested  in  a  shower  room.    Parental  consent  and  support 
was  attained  before  generalization  measures  were  taken. 

The  instructional  sequence  was  as  follows: 

1.  Baseline  the  terminal  objectives  of  Phases  I-IV 

2.  Teach  Phase  I  (only  parts  missed  in  baseline) 

3.  Rebaseline  Phase  II 

4.  Teach  Phase  II  (only  parts  missed  in  Rebaseline) 

5.  Rebaseline  Phase  II  (all  body  parts) 

6.  Teach  Phase  III  (only  parts  missed  in  Baseline) 

7.  Rebaseline  Phase  IV 

8.  Taach  Phase  IV  (only  parts  misted  in  Rebaseline) 
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9.   Rebaseline  Phise  IV  (all  body  parts) 
10.   Generalization  measure  of  labeling  selected  body  parts 
on  others  and  self 

The  instructional  sequence  involved  baselining  the  objectives 
of  Phases  I- IV.    Next,  the  br  *y  parts  which  each  student  missed  on 
the  baseline  of  each  phase  were  delineated.   During  instruction  on 
each  phase,  the  student  was  taught  only  the  body  parts  he  had 
missed  in  the  baseline  (or  rebaseline)  of  that  phase.   Upon  reaching 
criterion  on  a  phase,  a  rebaseline  of  the  next  phase  in  the  sequence 
was  administered  before  the  phase  was  taught.   This  rebaseline 
served  two  purposes:    1)  it  allowed  the  teacher  to  evaluate  the 
students*  knowledge  of  the  phase  to  be  taught;  and  2)  it  assessed 
transfer  of  learning.   Subsequent  to  teaching  labeling  body  parts 
Oil  others  (Phase  II)  and  labeling  body  parts  on  self  (Phase  IV), 
rebaseline  of  labeling  all  body  parts  on  others  or  self  was 
administered.   This  rebaseline  served  as  a  post-test  of  the  student's 
ability  to  label  all  body  parts  and  assessed  the  student's  ability 
to  label  body  parts  when  the  responses  had  not  beer  preceded  closely 
in  time  by  a  model. 

Task  Analysis 

Purpose: 

1.  Recognition  (nonverbal,  verbal)  of  body  parts  on  others 

2.  Recognition  (nonverbal,  verbal)' of  body  parts  on  self 

3.  Preparation  for  labeling  sex  distinctions  between  man- 
woman,  boy-girl 

4.  Preparation  for  labeling  bodily  changes  related  to  growth 
Materials: 

1.  Life-size  representation  of  unclothed  adult  male,  with  front 
and  back  views 

2.  Life-size  representation  of  unclothed  adult  female,  with 
front  and  back  views 

3.  Pointer 

4.  Data  sheets  (See  Appendix  B) 

5.  Individual  graphs 

Vocabulary: 

Body  parts  -  '(head,  hair,  eye,  nose,  mouth,  ear,  neck,  shoulder, 
back,  arm,  elbow,  wrist,  hand,  finger,  chest,  breast,  nipple, 
stomach,  pubic  hair,  navel,  penis,  vagina,  crotch,  butt(ocks), 
leg,  knee,  ankle,  foot,  toe.** 


Objectives;* 


Phase  I:    When  T  aslts,  '*Whtre  is  my  (his/her  on  th% 
representationaT  figure)  (selected  body  part) ,  S?", 'Swill 
point  to  the  body  parts  with  at  least  hs\  accuracy  on  two 
consecutive  trials. 

Phase  11;   When  T  points  to  selected  body  parts  on  others  or 
representational'lfigures  and  asks,  **What  is  this,  S7",  S  will 
verbally  state  the  correct  names  for  the  parts  witlT  at  Teast 
9S%  accuracy  on  two  consecutive  trials. 

Phase  III!   When  T  asks,  **Where  is  your  (selected  body  part), 
S?",  S  will  point~to  the  body  parts  with  at  least  95%  accuracy 
on  two  consecutive  trials. 

Phase  IV:   When  T  points  to  selected  body  parts  on  S  and  asks, 
%at  is  this,  S?^'.  S  will  verbally  state  the  correct  nanes 
for  the  parts  ^^Tth  at  least  95%  accuracy  on  two  consecutive 
trials. 

Teaching  Procedure 

Baselines;    Phases  I-IV  were  baselined  before  instruction  conmenced. 

Phase  1;    T  asks,  "Where  is  my  (his/her  on  a  representational 
figure)  (body  part),  S?"   T  says   "Thank  you"  regardless  oi 
the  response  ana  recorcls  tlTe  response  as  "♦"  or  "^"  on  the 
data  sheet. 

It  should  be  noted  that  navel  and  the  genitals  (breast,  nipple, 
penis,  pubic  hair,  vagina,  crotch,  butt(ocks))  were  only  taught 
and  baselined  with  the  use  of  representational  figures. 

Phase  • ..;  T  points  to  a  specific  body  part  on  herself  or  on 
repres.e^..atronal  figures  when  appropriate  and  asks,  '*What  is 
this,  S?"  T  says  "Thank  you"  regardless  of  the  response  and 
record?  the"response  as  "♦"  or  "-"  on  the  data  sheet. 

Phase  III;    Tasks  ••Where  is  your  (body  part),  S?"  £  says 
••Thank  you^'regan  iess  of  the  response  and  recorcTs  the  response 
as        or  •••••  on  the  data  sheet.    Discriminating  and  labeling 
navel  and  the  genitals  (listed  under  Phase  I)  were  not  taught 
nor  baselined  in  Phases  III  and  IV. 

Phase  iV;    T  points  to  a  specific  body  part  on  S  and  asks, 

••What  is  thTs,  S?^^   T  says  ••Thank  you^^  reg&rdle7s  of  the  response 

and  records  the  response  as  a  •••*•••  or  ••-••  on  the  data  sheet. 


*  All  pointing  to  body  parts  by  T  and  S  was  done  with  a  pointer. 


Phme  I;   Teaching  Discrimination  of  Body  Parts  on  Others 


Teaching  Steps:    (navel  and  the  graitals  were  only  taught  on  • 
representational  figures) 

1.  Modeling;   T  points  to  body  part  on  iierself  or 
representatTonal  figures  (starting  with  head  and 
moving  downward  toward  toes)  and  says,  **This  is  my 
(his/her)  (body  part)";  **Nhere  is  my  (hjis/her)  (body 
part).  S?" 

a.  Correct  response    verbal  praise  from  T. 

b.  Incorrect  response  -  T  says,  *'No,  S,  tlTis  is  my 
(his/her)  (body  part)7**  and  physically  primes 
the  correct  response, 

2.  Testing  and  Instruction;    Immediately  subsequent  to 
each  modeling  segment  the  Ss  were  tested.   T  points 
to  body  parts  on  herself  or  representationaT  figures 
and  asks,  **Where  is  my  (body  part),  S?** 

a*   Correct  response  -  veroai  praiselfrom  T* 

b.    Incorrect  response  -  T  points  to  the  body  part 

and  says,  "No,  S,  thi?  is  wy  (body  part)." 

"Where  is  my  (body  part).  S?" 

1)  Correct  response  •  T  says,  'That's  better." 

2)  Incorrect  response  ~  T  says,  "No,  S,  this  is 
my  (body  part),"  and  physically  prTmes  the 
correct  response. 


3.   Criterion;    Follow  the  above  procedure  until  5 
correctly  discriminates  each  selected  body  part  en 
at  least  three  consecutive  trj.als  on  a  set. 

Phase  II;    Teaching  Labeling  of  Body  Parts  on  Others 

Rebaseline;   T  points  to  specific  body  part  on  herself  or  on 
represen^'sitional  figures  when  appropriate  and  asks,  "What 
is  this,  S?"   T  says  **Thank  you"  regardless  of  the  response 
and  recorSs  the  response  as  "•»•"  or  "-"  on  the  data  sheet* 

Teaching  Steps;    (navel  and  the  genitals  were  only  taught  on 
representational  figures) 

1.   Modeling;    T  points  to  body  part  on  herself 

representatTonf  l  figures  and  says,  **This  is  my  (his/ 

her)  (body  part)";  "What  is  this,  S?" 

a.   Correct  response  -  ve..*bal  praiaTe  from  T« 

b*    Incorrect  response  «  T  points  to  body  part  and 

says,  ••No,  S,  this  is'my  (his/her)  (body  part)"; 

"What  is  this,  S?" 

1)  Correct  response  -  T  says,  **That*s  better." 


2)  Incorrect  response  •  T  models  the  correct 
response  until  S  imitates  it. 


2«   Testing  and  Instruction:    Innediately  subsequent  to  each 
modeling  segment  the  Ss  were  tested.   T  points  to  body 
part  on  herself  or  representational  figures  and  asks, 
"What  is  this,  S?" 

a.  Correct  response  -  verbal  praise  from  T. 

b.  Incorrect  response  -  T  points  to  body  part  and 
says,  "No,  S,  this  islny  (his/her)  (body  part)"; 
"What  is  thts,  S?" 

1)  Correct  response  -  T  jays,  **That*s  better." 

2)  Incorrect  response  T  t  models  the  correct 
response  until  S  imitates  it. 

^*   Criterion:    Follow  the  above  procedure  until  S 

correctly  labels  each  set  of  body  parts  on  at'^lea^t 
three  consecutive  trials. 


Phase  III;    Teaching  Discrimination  of  Body  Parts  on  Self 

Rebaseline:    T  asks,  "Where  is  your  (body  part),  S?"  T  says 
"Thank  you"  regardless  of  the  response  and  record's  the 
response  as  "•»"  or  "-"  on  the  data  sheet. 

Teaching  Steps:    (navel  and  the  genitals  were  not  taught) 

1 .  Modeling:    T  points  to  body  part  on  student  (starting 
with  head  ami  moving  downward  towards  toes)  and  says, 
•This  is  your  (body  part)";  "Where  is  your  (body  part), 
S?" 

a*.   Correct  response  -  verbal  praise  from  T. 

b.    Incorrect  response  -  T  says,  "^k>,  £,  tEls  is  your 

(body  part)"  and  physTcally  primes*1the  correct 

response. 

2.  Testing  and  Instruction:    Immediately  following  each 
modeling  segment  the  Ss  were  tested.   T  points  to 
body  part  on  S  and  aslTs  "Where  is  your""(body  part), 

S?" 

i*.   Correct  response  •>  verbal  praise  from  T. 

b.    Incorrect  response  -  T  points  to  the  boiiy  part 

and  says,  "No,  S,  this*  is  your  (body  part)." 

"Where  is  your  Xbody  part),  S?" 

1)  Correct  response  -  T  says7  "That's  better." 

2)  Incorrect  response  ~T  sa>s,  "No,  S^  this  is 
your  (body  part)"  and'^physically  primes  the 
correct  response. 

^*   Criterion:    Follow  the  above  procedure  until  S^  correctly 
discriminates  each  set  of  body  parts  on  at  least  three 
consecutive  trials. 
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Phase  IV:   Tetching  Labeling  of  Body  Parts  on  self 

Rebaseline;  T  points  to  specific  body  part  on  S  and  asks,  'Ifhat. 
is  this  ,""8?"  T  says  **Thank  you"  regardlesaT  of  the  respons# 
and  recoils  the  response  as       or       on  the  data  sheet. 

• 

Teaching  Steps:    (navel  and  the  genitals  »rere  not  taught) 

1.  Modeling:   T  points  to  body  part  on  S  and  says,  **This 
is  your  (bo?y  part)";  •'What  is  this.lS?" 

a.  Correct  response  -  verbal  praise  From  T. 

b.  Incorrect  response  -  T  points  to  body  part  and 
says,  "No,  S,  this  is"your  (body  part)";  "Wiat 
is  this,  S?'^ 

1)  Correct' response  -  T  says,  "That's  better." 

2)  Incorrect  response  ~  T  models  the  correct 
response  until  S  initates  it. 

2.  Testing  and  Instruction:    Isaiediately  following  each 
■odeling  segment  the  Ss  were  tested.   T  points  to  body 
part  on  S  and  asks,  *^at  is  this,  S?""" 

a.  Correct  response  -  verbal  praisis  from  T. 

b.  Incorrect  response  >  T  points  to  body  part  and 
says,  "No,  S,  this  is"your  (body  part)";  ••What  is 
this,  S?"  —   

1)  Correct  response  -  T  says,  •That's  better." 

2)  Incorrect  response  ~  T  models  the  correct 
response  until     imitates  it. 

3. .  Criterion:   -Follow,  the  above  procedure  until  S  correctly 
labels  each  body  part  on  at  least  three  consecutive 
trials  on  a  set. 

Generalisation  measures  of  labeling  selected  body  parts  (genitals) 
on  others  and  self: 

Generalization  measures  were  taken  in  a  shower  (dressing)  room 
setting;  both  S  and  T  were  without  clothing  (female  £  with 
female  T,  male"^  witlT  male  T) .  *~ 

A.  Generalization  of  labeling  body  parts  (genitals)  on  others 
1.   T  points  to  specific  body  parts  on  herself  and  asks, 

^at  is  this,  S?" 

a.   T  says  ••Thank  you"  regardless  of  the  response  and 
Fecords  the  response  as  •••*>••  or  •'-••  on  the  data 
sheet. 

B.  Generalization  of  labeling  body  parts  (genitals)  on  self 
1.   T  points  to  specific  body  parts  on  S  and  asks,  ••What 

Is  this,  S?" 
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a.   T  says  *mitnk  you**  regardless  of  the  response  and 
records  the  response  as       or  *****  on  the  data 
sheet • 

Results  and  Discussion: 

The  results  of  the  baseline  aeasures  (See  Table  2)  indicated 
that  the  students  were  aore  proficient  at  discriminating  and  labeling 
body  parts  on  thenselves  (Phase  III  and  IV)  than  on  others  (Phase  I 
and  XI).   This  resulted  priaarily  fro»  the  fact  that  navel,  breast, 
nipple,  penis,  pubic  hair,  vagina,  crotch^  and  btttt(ocks),  were 
baselined  for  Phases  I  and  IX  but  not  baselined  for  Phases  III  and 
IV.   These  were  the  parts  the  students  nissed  on  Phases  I  and  II 
baselines. 

It  is  of  interest  that  subsequent  to  teaching  discriaination  of 
body  parts  on  others  in  Phase  I  the  rebasaline  of  Phase  II 
(Coaparison  A)  indicated  a  draaatic  iiiproviaeiit  in  all  the  students* 
abilities  to  label  body  paru  on  others.  This  phenonena  indicates 
generalisation  froa  receptive  to  expressive  language. 

Post*test  aeasures  of  Phase  XI  and  IV  (labeling  jody  parts  on 
others  and  self)  and  the  test  of  gMeraliaation  to  labeling  genitals 
on  unclothed  self  and  others,  (the  ports  only  taught  on  represen* 
tational  figures  in  Phases  I  and  XX)  indicated  that  the  students* 
abilities  to  label  body  parts  on  others  and  self  was  enduring  and 
that  labeling  of  genitals  on  representational  figure  generalised 
to  unclothed  self,  others  and  a  new  situation  (shower  rooa).  Not 
all  the~stttdeats  pxogressed  through  the  prograa  at  the  saae  rate. 
In  fact,  soae  students  (S3  and  Se)  have  not  coapleted  the  prograa. 
It  appeared  that  students  with  Higher  level  language  skills  in  ttm  , 
ot  aean  utterance  length  and  size  of  vocabulary  progressed  through 
the  curriculuB  with  the  aost  rapidity.    (See  Table  2  on  following 
page) 


B.    Sex  Distinctions— Man"WoBan.  Boy  "Girl  With  Clothing 

The  purpose  of  this  coaponent  of  the  Fanily-Life  curriculum  was 
to  assess  the  students*  abilities  to  discriminate  the  sex  of  clothed 
unfamiliar  people,  dassnates,  teachers  and  family.   Apparel  features 
upon  which  the  child  could  make  sex  distinctions  were  delineated 
(See  list.  Appendix  C).   IVenty-seven  pictures  of  unfamiliar  people 
which  depicted  various  combinations  of  these  variables  were  selected 
for  testing  purposes.    Pictures  of  family  members  were  obtained  from 
the  students*  parents.   The  students*  abilities  to  discriminate  the 
sex  of  clothed  classmates  and  teachers  were  tested  on  actual  people. 
The  basic  procedure  consisted  of  obtaining  baseline  measures  of  the 
behavioral  objectives  and  then  administering  informal  instructio*-. 
to  any  student  who  failed  to  meet  criterion.   Criterion  was  82%  to 
90%  correct  on  each  category  of  people  tested. 


Task  Analysis 


Behavioral  Prerequisites !    Discriminating  and  labeling  body  parts 
Purpose: 

1.  Labeling  the  sex  of  nan-woman  and  boy-girl 

2.  Preparation  for  body  changes  related  to  growth 

9 

Materials: 

1.  TWenty-seven  pictures  of  unfamiliar  people  wearing 
distinctive  apparel  (See  list  of  distinctive  apparel 
variables,  Appendix  C) 

2.  Pictures  of  the  students*  families 
3«   Data  sheet  (See  Appendix  B) 

Objectives; 

Unfamiliar  People;    When  presented  with  each  of  twenty-sfven 
pictures  of  unfamiliar  people  wearing  distinctive  apparel  (See 
Appendix  C)  and  asked,  ••Tell  me  if  this  is  a  (man  or  a  woman/boy  or 
a  girl),  £••  the  student  will  be  able  to  correctly  label  the  sex  of 
90l  of  the"  pictures. 

Classmates;    When  presented  with  each  of  his/her  six  classmates 
and  asked,  '•Tell  me  if  this  is  a  man  or  woman,  £,••  the  student  will 
be  able  to  correctly  label  the  sex  of  82%  (5  ouF  of  6)  of  his 
classmates. 

Teachers:    When  presented  with  six  teachers  (3  male  and  3' 
female)  and  asked,  ••Tell  me  if  this  is  a  man  or  woman,  $,'•  the 
student  will  be  able  to  correctly  label  the  sex  of  82%  Ts  out  of 
6)  of  his  teachers. 

Family;   When  presented  with  pictures  of  his/her  family  members 
(number  varies)  and  asked,  ••Tell  me  if  this  is  a  man  or  woman/bor  or 
a  girl,  $,••  the  student  will  be  able  to  correctly  label  the  sex  of 
90%  of  his  family. 

Baselines: 

The  baseline  of  the  four  objectives  were  identical  to  its  objective 
as  stated  above  with  the  teacher  recording  correct  and  incorrect 
responses. 

Results  and  Discussion: 

All  of  the  Ss  who  were  tested,  except  S4,  met  criterion  during 
the  baseline  mea?ures  (Table  3).    Sj^»  S^  tested  on 


unf Miliar  people.    Informal  instruction  for  S4  was  carried  out 
following  the  model-test-teach  design.    (See  Table  3  on  following 
page) 


C.    Sex  Distinctions««Man»Woman,  Boy«Girl  Without  Clothing 

The  purpose  of  this  program  was  to  teach  the  students  to 
discriminate  and  label  sex  distinctions  (body  parts  from  which  sex 
can  he  determined)  on  unclothed  men  and  women  and  unclothed  boys  and 
girls.    In  that  discrimination  and  labeling  of  body  parts  is 
requisite  to  sex  distinctions,  this  program  was  implemented  subsequent 
to  a  student's  completion  of  the  body  parts  program. 

Instruction  consisted  of  two  segments:   modeling,  and  test  and 
instructions.    In  the  modeling  segment  the  teacher  modeled  the 
correct  responses.   This  was  followed  by  a  segment  that  consisted  of 
individual  testing  and  instruction.   Pata  was  only  taken  during  the 
testing  and  instruction  segment.   Criterion  was  three  consecutive 
correct  trials. 

The  instructional  sequence  was  as  follows: 

1.  Baseline  terminal  objective 

2.  Teach  sex  distinctions  on  unclothed  representational 
figures 

3.  Test  and  if  necessary  teach  generalization  of  sex 
distinctions  on  unclothed  others  and  self 

The  instructional  sequence  consisted  of  baselining  the  students* 
abilities  to  discriminate  and  label  sex  distinctions  on  represen- 
tational figures  of  unclothed  men  and  women,  boys  and  girls.  Those 
students  who  failed  to  meet  criteria  in  the  baseline  measures  were 
instructed  on  representational  figures.   When  the  students  met 
criterion  on  sex  distinctions  on  unclothed  representational  figures, 
generalization  of  sex  distinctions  (discriminating  and  labeling  the 
distinction)  was  tested  on  unclothed  others  of  the  same  sex  and 
self.   The  generalization  phase  was  conducted  in  a  shower  room 
setting  (male  S  with  male  T)  female  S  with  female  T) .   This  measure 
assessed  the  student's  ability  to  naFe  sex  distinctions  in  a  different 
situation  and  to  make  them  when  not  preceded  closely  in  time  by  a 
model.    Prior  to  the  implementation  of  the  generalization  phase, 
parental -  support  and  consent  were  obtained. 

Task  Analysis 

Behavioral  Prerequisite:    Discriminating  and  labeling  body  parts 
Purpose: 

1.   Visual  discrimination  of  bodily  distinctions  between  man 
and  woman,  boy  and  girl 
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2.   Verbal  identification  of  bodily  distinctions  between  man 

and  wonan,  boy  and  girl 
3«   Extension  of  *'Body  Parts**  program 
4«   Preparation  for  body  changes  related  to  growth  progran 

Materials; 

1«    Life-size  representational  unclothed  figures  of  adult  nan 
and  woaan 

2*    Life-size  representational  unclothed  figures  of  young  boy 

and  girl 
3«  Pointer 

4.  Data  sheets  (See  Appendix  B) 

5.  Individual  graphs 

Vocabulary; 

1.  "taan" 

2.  **woBan^ 

3.  ••boy" 

4.  ••girl'^ 

5.  ••penis^^ 

6.  **vagina** 

7.  "breasts*' 

Objc;.tive;* 

In  the  presence  of  an  unclothed  representational  figure  of  a 
man,  woman,  boy  or  girl  (pfesented  individually),  T  says,  '*Tell  me 
if  this  is  a  (inan  or  a  woman/boy  or  a  girl) .  S,"  S""will  correctly 
respond,  *' (man/woman/boy/girl)  J'   Imme3iately"1foirowing  the  above 
correct  response,  when  asked,  **How  can  you  tell  this  is  a  (man/ 
woaan/boy/girl);  tell  me  one  (two,  for  woman)  way(s),  S,"  rwlll 
verbally  state  the  correct  distinction (s)  -  penis  (maiCboy)7  vagina 
and  breasts  (woman),  vagina  (girl).   S  will  respond  correctly  to 
both  response  cues  on  three  consecutive  trials. 

Teaching  Procedure 

Baseline; 

1.    In  the  presence  of  an  unclothed  representational  figure  of 
a  man,  woman,  boy,  or  girl  (presented  individually),  T 
says,  "Tell  mo  if  this  is  a  (man  or  a  woman/boy  or  a  Firl). 
S."  T  says  *'Thank  you"  regardless  of  S*s  response  and 
records  the  response  as  "•••"  or  "-"  on  the  data  sheet. 


♦All  pointing  to  body  parts  by  T  or  S  was  done  with  a  pointer. 


2.    Inaediately  following  "1"  T  says,  "How  can  you  tell  this  is 
a  (man/woman/boy/gir 1 ) ?   Tell  ne  one  way  (two  ways  for 
woman),  5.*'   t  says  "thank  you"  regardless  of  S»s  response 
and  records  tKis  response  as       or       on  the  Hata  sheet. 
This  procedure  is  followed  for  each  of  the  sex  distinctions 
(man-woman,  boy-girl).    (Man  and  woman  may  be  taught 
separately  from  boy  and  girl.) 

Teaching  Steps: 

1.  Modeling;    In  the  presence  of  representational  figures  of  a 
man,  woman,  boy  and  girl  (four  figures  presented  together), 
T  points  to  the  appropriate  body  parts  and  says,  "This  is  a 
Tman/woraan/boy/girl) .    You  can  tell  (he/she)  is  a  (man/woman/ 
boy/girl)  because  cWshe)  has  a  (penis/vagina/yagina  and 
breasts)."   This  procedure  is  followed  across  the  four 
figures . 

2.  Testing  and  Teaching;    Immediately  subsequent  to  each 
modeling  session  the  following  testing  and  teaching  procedures 
were  implemented. 

a.  In  the  presence  of  representational  figures  of  a  man, 
woman,  boy,  or  girl  (presented  individually) ,  T  says, 
"Tell  me  if  this  is  a  (man  or  a  woman/boy  or  a""girl),  S." 

1)  Correct  response  -  verbal  praise  from  T  and  T  *" 
proceeds  to  "b."  *" 

2)  Incorrect  response  -  T  points  to  the  appropriate 
figure  and  says,  "^to,'"S,  thir  is  a  (wan/woman/bov/ 
girl) .    What  is  this?"""  T  repeats  the  model  until 
sniiltates  the  correct  response.   T  then  proceeds 
to  "b." 

b.  Immediately  following  step  "a,"  T  says,  "How  can  you 
tell  this  is  a  (man/woman/boy/girl) ?  Tell  me  one  way 
(two  ways  for  woman),  S.'''^ 

1)  Correct  response  (s)""-  verbal  praise  from  T 

2)  Incorrect  response (s)  -  T  points  to  the  appropriate 
body  part(s)  and  says,  "Ub,  S,  you  can  tell  (he/she) 
is  a  (man/woman/boy/gir 1 )  because  (he/she)  has  a 
(penisTvSgina/vagina  and  breasts)."   T  repeats  the 
model  until  S  imitates  the  correct  reFponse. 

3.  Criterion:    Follow  the  above  procedure  until  S  has  three 
consecutive  correct  trials. 

Generalization  of  sex  distinctions  to  unclothed  other  and  self; 

Generalization  measures  and  instruction  were  implemented  in  a 
shower  (dressing)  room.    Both  S  and  T  were  without  clothing  (female 
S  with  female  T  and  male  S  witK"  male*"T). 


1.  Generalization  of  sex  distinctions  to  others 

a.  T  says,  "Tell  ffle  if  I  as  a  tan  or  a  woman,  S." 
T)  Correct  response  •  verbal  praise  fron  T  ihd 

proceeds  to  "b," 
2)  Incorrect  response  -  T  says,  "No,      I  am  a  (man/ 
woman)."  T  repeats  tFe  model  until  S  imitates 
the  correct*  response  and  then  goes  to  '*b.** 

b.  Immediately  following  step  a,  T  says,  "How  can  you 
tell  I  am  a  (man/woman)?   Tel line  one  (two,  for  woman) 
way(s),  S." 

1)  Correct  response  -  verbal  praise  from  T 

2)  Incorrect  response (s)  -  T  says,  **N0,  ^  you  can 
tell  I  am  a  (man/woman)  Fecause  I  have  a  (penis/ 
vagina  and  breasts)."  T  repeats  the  model  until 

imitates  the  correct  Fesponse. 

2.  Generalization  of  sex  distinctions  to  self 

a.  T  says,  "Tell  me  if  you  are  a  (man  or  a  woman/boy  or  a 
girl) ,  S."    (Use  boy  or  girl  when  teaching  young 
student?.) 

1)  Correct  response  -  verbal  praise  from  T  and  proceeds 
to  "b." 

2)  Incorrect  response  -  T  says,  "No,  S,  you  are  a 
(man/woman)."   T  repeats  the  model'^until  S  imitates 
the  correct  response  and  then  proceeds  to'^*b." 

b.  Immediately  following  step  "a^"  T  says,  **How  can  you 
tell  you  are  a  (man/ woman)?   TelT  me  one  way  (two  ways 
for  woman),  S." 

1)  Correct  response  -  verbal  praise  from  T. 

2)  Incorrect  response (s)  -  T  says,  "No,  S7  you  can  tell 
you  are  a  (man/woman)  because  you  hav?  a  (penis/ 
vagina/vagina  and  breasts)."  T  repeats  the  model 
until     imitates  the  correct  relsponse. 

Results  and  Discussion: 

The  baseline  data  indicated  (Table  4)  that  the  three  students  in 
the  program  (S2,  S4,  and  S7)  could  not  discriminate  and  tell  how 
they  made  sex'liist'inctions  on  unclothed  representational  figures. 
(The  students  had  to  both  make  the  distinction  and  tell  how  they 
made  it  for  the  trial  to  be  counted  as  correct.)   All  three  students 
demonstrated  rapid  mastery  of  the  objective.   The  generalization 
measure  to  unclothed  self  and  others  in  the  shower  room  indicated 
some  generalization.   Generalization  measures  on      were  omitted  by 
parental  request. 

The  success  of  the  students  on  baseline  measures  and  the  rapid 
acquisition  of  the  behavior  (3  trials  to  criterion)  may  be  due  in 
part  to  the  previous  training  they  received  on  discriminating  and 
labeling  body  parts  in  the  body  parts  program.    (See  Table  4  on 
following  page) 
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U.    Body  Changes  Related  to  Growth— Man-Boy,  Woman-Girl 

(to  be  implemented) 

The  objective  of  this  program  is  to  teach  the  students  to 
discriminate  and  express  how  they  discriminate  men  from  boys  and 
women  from  girls  on  unclothed  and  clothed  figures.    The  purpose  of 
the  unclothed  portion  of  the  program  is  to  teach  the  students  to 
recognize  and  be  able  to  express  their  own  body  growth,  as  related 
to  puberty.    The  purpose  of  the  clothed  portion  is  to  teach  the 
students  to  make  sex  and  age  discriminations  which  will  be  utilized 
in  the  social  interactions  program.    That  is,  in  the  social  inter- 
actions program  they  will  have  to  make  differential  social  responses 
to  males  and  females,  adults  and  children.    Thus  far,  only  the 
unclothed  portion  of  the  program  has  been  tentatively  designed. 

On  unclothed  figures  the  students  will  be  taught  to  use 
underarm  hair,  hair  on  arms,  penis  size,  leg  hair  and  chest  hair 
(optional)  to  discriminate  men  from  boys  and  to  use  breast  size, 
hair  on  arms,  pubic  hair,  underarm  hair  (optional)  and  leg  hair 
(optional)  to  discriminate  women  from  girls.    Features  labeled 
"optional"  are  those  which  are  not  always  useful  in  making  the 
discrimination,  thus  the  students  will  be  taught  to  make  the 
discrimination  on  figures  with  and  without  these  features. 
Detachable  optional  features  have  been  made  and  throughout  the 
program  the  features  will  be  intermittently  attached  in  the  various 
possible  combinations.    Tlie  height  of  the  figures  will  bo  controlled 
such  that  the  student  will  have  to  use  body  features  to  make  age 
discriminations . 

The  program  has  been  divided  in  three  phases:    I)  teaching  Ss 
to  express  hov  they  discriminate  unclotlted  men  from  boys;  II)  ~ 
teaching  Ss  to  express  how  they  discriminate  unclothed  women  from 
girls;  an?  Ill)  teaching  Ss  to  express  how  they  discriminate 
unclothed  men,  boys,  women  and  girls  by  sex  and  physical  maturity. 

Instruction  of  each  phase  will  consist  of  a  modeling  segment 
(the  teacher  will  model  the  coriect  responses)  followed  by  an 
individual  test  and  instructional  segment.    The  mastery  criterion 
for  each  part  will  be  three  consecutive  correct  trials. 

The  instructional  sequence  will  be  as  follows: 

1.  Baseline  the  terminal  objective  of  Phases  I-III 

2.  Teach  Phase  I  (only  parts  missed  in  baseline) 

3.  Post-test  Phase  I  (all  parts) 

4.  Rebaseline  Phase  II 

5.  Teach  Phase  II  (only  parts  missed  in  rebaseline) 

6.  Post- test  Phase  II  (all  parts) 

7.  Rebaseline  Phase  III 

8.  Teach  Phase  III  (only  parts  missed  in  rebaseline) 

9.  Post-test  Phase  III  (all  parts) 
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The  instruetionftl  procedure        involve  first  baselining  the 
objective  of  each  phase.   The  students  will  then  be  instructed  on 
the  phases  they  failed.   Upon  reaching  criterion  on  a  phase  (X,  XI) 
a  rebaseline  of  the  next  phase  will  be  adninistered  before  it  is 
taught.   This  rebaseline  will  serve  two  purposes:    1)  it  will  allow 
the  teacher  to  measure  the  students*  knowledge  of  the  phase  to  be 
taught;  and  2)  it  will  afford  an  analysis  of  generalization  or 
transfer  of  learning  from  one  phase  to  another. 

Task  Analysis 

Behavioral  Prerequisites;    Body  parts,  sex  distinctions  with  and 
without  clothing 

Purpose; 

I4  Visual  discrinintxtion  of  bodily  distinctions  between  nan 
and  boy,  woman  and  girl 

2.  Verbal  identification  of  bodily  distinctions  between  man 
and  boy,  woman  and  girl 

3.  Visual  discrimination  of  self-growth 

4.  Verbal  identification  of  self-growth 

5.  Extension  of  "Sex  Distinctions"  program 

6.  Preparation  for  discrimination  between  children  and 
adults  in  "Social  Interactions" 

Materials; 

1.  Life-size  unclothed  representational  figures  of  short 
man  and  woman 

2.  Life-size  unclothed  representational  figures  of  tall  boy 
and  girl 

3.  Detachable  representational  body  parts  for  man; 
a.   chest  without  hair 

4.  Detachable  representational  body  parts  for  woman: 

a.  underarm  areas  without  underarm  hair 

b.  legs  with  leg  hair 

c.  chest  with  small  breasts  (optional} 

5 .  Pointer 

6.  Data  sheets  (See  Appendix  B) 
7 •  Graphs 

Vocabulary;    (It  may  be  necessary  to  pre- teach  some  of  the  vocabulary.) 


1. 

"man" 

2. 

"boy" 

3. 

"woman" 

4. 

"girl" 

S. 

"grown  up" 

6. 

"not  grown  up 

■J 


7, 

••big  (bigger)  •• 

8. 

• 

••little  fsmall.  snallerV 

9. 

••penis^^ 

10. 

••pubic  hair^^ 

11. 

••underarm  hair  (hair  under  arms} 

12. 

••hair  on  arms^^ 

13. 

••leg  hair  (hair  on  legs)^^ 

14. 

••breasts^^ 

15. 

••chest  hair  (hair  on  chest)  •• 

Objectives:* 

Phase  I,  Labeling  on  Man-Boy:    In  the  presence  of  unclothed 
representational  figures  (on  short  adult  and  tall  child 
figures,  so  that  height  is  not  a  relevant  feature)  of  a 
man  and  boy  p^resented  individually,  T  asks,  ••Is  this  a 
man  or  a  boy?^^  ••Is  he  grown  up  or  not"  grown  up?^^  •How 
can  you  tell  he  is  (grown  up/not  grown  up)?^^   ••Show  me 
and  tell  me  5  ways  (6,  when  chest  hair  is  included  on 
man).^^   S  will  respond  correctly  to  each  cue  to  respond 
on  three"~consecutive  trials.    On  the  boy  S  should  point 
to  where  the  features  would  be. 

Correct  Responses: 

Men 

underarm  hair 
hair  on  arms 
bigger  penis 
pubic  hair 
leg  hair 

chest  hair  (optional) 

Phase  II,  Labeling  on  Woman-Girl:    In  the  presence  of  unclothed 
representational  figures  (on  short  adult  and  tall  child 
figures,  so  that  height  is  not  a  relevant  feature)  of  a 
woman  and  a  girl  presented  individually,  T  asks,  ••Is  this 
a  woman  or  a  girl?^^   ••Is  she  grown  up  or  not  grown  up?^' 
••How  can  you  tell  she  is  (grown  up/not  grown  up)  ?••  ••Show 
me  and  tell  me  3  (S,  when  underarm  hair  and  leg  hair  are 
included  on  woman)  ways.^^   S  will  respond  correctly  to 
each  response  cue  on  three  consecutive  trials.    On  the 
girl,  S  should  point  to  where  the  feature  should  be. 


*  All  pointing  to  body  parts  by  T  and  £  will  be  done  with  a  pointer. 


Boys 

no  underarm  hair 
no  hair  on  arms 
smaller  pmis 
no  pubic  hair 
no  leg  hair 
no  chest  hair 


Correct  Responses! 

Wcaen  Girls 


bigger  breasts  no  breasts 

hair  on  arms  no  hair  on  arms 

pubic  hair  no  pubic  hair 

underarm  hair  (optional)  no  underarm  hair 

leg  hair  (optional)  no  leg  hair 

Phase  III,  Labeling  on  man,  boy,  woman,  girl:    In  the  presence 
of  unclothed  representational  figures  (on  short  adult  and 
tall  child  figures  so  that  height  is  not  a  relevant  feagure) 
of  a  man,  boy,  woman,  and  girl  presented  individually,  T 
asks,  "Is  this  a  man,  boy,  woman  or  girl?"   "Is  (he/shej 
grown  up  or  net  grown  up?"   "How  can  you  tell  (he/she)  is 
(grown  up/not  grown  up)?"   "Show  me  and  tell  me  5  ways 
(6,  when  the  cnest  hair  is  included  on  the  man)/  3  (5 
when  underarm  hair  and  leg  hair  are  included  on  woman)." 
S  will  respond  correctly  to  each  response  cue  on  three 
consecutive  trials.   On  the  boy/girl  S  must  point  to 
where  the  feature  would  be.  " 


Teaching  Procedures 


Baseline;    Phases  I-III  will  be  baselined  before  instruction  commences. 

Phase  I:    In  the  presence  of  unclothed  representational  figure 
(on  short  adult  and  tall  child  figures,  so  height  is  not 
a  relevant  feature)  of  a  man  and  boy  presented  individually, 
T  asks,  "Is  this  a  man  or  a  boy?   Is  he  grown  up  or  not 
grown  up?   How  can  you  tell  he  is  (grown  up/not  grown  up)?" 
Show  me  and  tell  me      ways  (number  of  ways  is  determined 
by  the  number  of  optional  features  used),  S."  T  says 
"Thank  you"  regardless  of  the  response  and~recoFds  each 
response  as  "^"  or  ">"  on  the  data  sheet. 

Phase  II;    In  the  presence  of  unclothed  representational  figure 
i[on  short  adult  and  tall  child  figures,  so  height  is  not  a 
relevant  feature)  of  a  woman  and  a  girl  presented  individually, 
T  asks,  "Is  this  a  woman  or  a  girl?    Is  she  grown  up  or 
not  grown  up?  How  can  you  tell  she  is  (grown  up/not  grown 
up)?   Show  me  and  tell  me      ways  (number  of  ways  is 
3etermin6d  by  the  number  oTl>ptional  features),  £."  T 
says  "Thank  you"  regardless  of  the  response  and  recorTs 
each  response  as  "♦"  or  "-"  on  the  data  sheet. 

Phase  III;  In  the  presence  of  representational  figures  (on 
short  adult  and  tall  child  figures,  so  height  is  not  a 
relevant  feature)  of  man,  boy,  woman  and  girl  presented 


individually*  T  asks,  "Is  this  a  man,  boy,  wonan,  or 
girl?   Is  (he/she)  grown  up  or  not  grown  up?  How  can 
you  tell  that  (he/she)  is  (pown  up/not  grown  up)?  Show 
me  and  tell  me      ways  (numoer  of  ways  is  determined 
by  the  number  oT^optional  features),  S*'*  T  says 
"Thank  you"  regardless  of  the  response  and'irecords 
each  response  as  "♦"  or  "-"  on  the  data  sheet. 

Teaching  Steps; 


Phase  I;    Teaching  Ss  to  Express  How  They  Discriminate 
Unclothed  Men  From  Boys 

1.  Modeling;    In  the  presence  of  representational 
xxgures  of  the  man  and  boy  (presented  together), 

T  points  to  the  appropriate  figure  and  says,  "This 
Ts  a  (man/boy).   He  is  (grown  up/not  grown  up). 
You  can  tell  he  is  (grown  up/not  grown  up)  because 
he  has  (see  listed  features). 

2.  Testing  and  Instruction;    Immediately  subsequent  to 
each  modeling  session,  the  following  testing  and 
instruction  procedure  was  implemented. 

a.  In  the  presence  of  representational  figures  of 

a  man  and  boy  (presented  individually),  T  asks; 
"Is  this  a  man  or  a  boy?"  " 

1)  Correct  response  -  verbal  praise  from  T  and 
T  proceeds  to  "b." 

2)  Incorrect  response  -  T  points  to  the  figure 
and  says,  "No,  S,  thiF  is  a  (man/boy)."  T 
repeats  the  model  until  £  imitates  tne 
correct  response,  then  proceeds  to  '*b." 

b.  Immediately  following  "a"  T  asks»  "Is  he  grown  up 
or  not  grown  up?" 

1)  Correct  response  -  verbal  praise  from  T  and 
T  proceeds  to  "c." 

2)  Tncorrect  response  -  T  points  to  the  figure 

and  says,  "NO,  S,  he  Vs  (grown  up/not  grown  up)." 
T  repeats  the  moclel  until  S  imitates  the  correct 
Fesponse  and  then  proceed$*1to  "c." 

c.  Immediately  following  "b"  T  asks,  "How  can  you 
tell  he  is  (grown  up/not  gFown  up)?   Show  me  and 
tell  me      ways  (number  of  ways  depends  on  the 
optionalTeatures  used),  £." 

1)  Correct  response (s)  -  verbal  praise  from  T. 

2)  Incorrect  response  (omission)  -  T  points  Fo 
the  figure  and  says,  "You  can  teTl  he  is 
grown  up/not  grown  up  because  he  has  a  ." 
T  repeats  the  verbal  cue  and  correction 
procedure  until  S  gives  the  correct  response. 
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3)  Incorrect  response  (addition  or  substitution)  - 
T  says,  "No,  S,  not  and  instructs  S 

to  continue  planting  if  necessary.  T  repeats' 
the  verbal  cue  and  correction  procedure  until 
S  gives  the  correct  response. 

3.   Criterion;    Follow  the  above  procedures  until  S 
correctly  responds  to  all  cues  on  at  least  three 
consecutive  trials. 

Phase  II;   Teaching  Ss  to  Express  How  Hiey  Discriminate  Unclothed 
woaen  from  Girls 

1.  Rebaseline  Phase  XI 

2.  Teach  Phase  II  (follow  the  sane  procedure  as  in 
Phase  I  -  1. 

3.  Test  and  instruct  Phase  II  (follow  the  sane  procedure 
as  in  Phase  I  -  2.  to  criterion. 

Phase  III;   Teaching  Ss  to  Express  How  They  Discriminate 

unclothed  Men.  Boys,  Wonen>  and  Girls  by  Sex  and  Physical 
Maturity  " 

1.  Rebaseline  Phase  III 

2.  Teach  Phase  III  (follow  same  procedure  as  in  Phase  I  -  1. 

5.    Test  and  teach  Phase  III  (follow  the  same  procedure 
as  in  Phase  I  -  2.  to  criterion. 


IV.    SELF-CARE  SKILLS 


A.  Overview 

An  essential  component  of  a  family  life  program  is  teaching 
students  skills  which  will  facilitate  their  sharing  in  family 
activities.   These  skills  encompass  basic  grooming,  dressing, 
domestic  maintenance  and  cooking  skills  (See  Appendix  D  for  an  ongoing 
listing  of  the  domestic  and  cooking  skills  and  Appendix  A  for  grooming 
and  dressing  skills).   Herein,  use  of  mouthwash  and  pre-menstrual 
training  are  presented  to  illustrate  programs  from  this  component  of 
the  curriculum  (See  Hamre,  1974,  for  more  detailed  program  analysis 
and  description). 

The  parents  were  important  adjuncts  to  the  self -care  program  in 
that  the  teacher  had  frequent  contact  with  the  parents  to  inform 
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them  of  what  skills  the  students  were  acquiring  and  how  to  enhance 
the  generalization  of  the  skills  to  the  home.    For  exwnple^.in.tjie 
pre-menstrual  training  program  the  parents  were  consulted  on  what 
type  of  sanitary  equipment  they  wanted  their  daughter  to  utilize.  Then, 
as  the  students  mastered  the  use  of  sanitary  equipment  skill  in  school, 
the  parents  were  given  information  that  would  enhance  generalization 
of  the  skill  to  the  home. 


B.    Use  of  Mouthwash 


Rosanne  Nietupski 

Teaching  the  students  to  use  mouthwash  was  an  adjunct  to  a 
toothbrushing  program.   There  is  no  need  to  articulate  to  the  reader 
the  advantages  of  fresh  smelling  breath.    Instructing  the  student 
in  the  use  of  mouthwash  involved  breaking  the  skill  into  seven 
component  parts  and  then  teaching  the  students  to  perform  the  components 
correctly  and  in  sequence.   The  student  was  asked  to  rinse  his  mouth. 
If  he  performed  any  component  incorrectly  or  out  of  sequence,  he 
was  immediately  stopped  at  that  point  in  the  chain,  taught  the 
correct  component  and/or  sequence,  and  then  asked  to  go  on.  Tha 
student's  completion  of  all  the  responses  in  the  chain  constituted 
a  trial.    Each  component  in  the  sequence  was  counted  as  a  correct 
or  error  response.   However,  a  trial  was  only  counted  as  correct 
if  the  student  performed  all  seven  responses  correctly  and  in  sequence. 
The  objective  of  the  program  was  for  the  student  to  perform  all 
seven  components  correctly  and  in  sequence  on  three  consecutive 
trials. 


The  instructional  procedure  involved  first  baselining  the 
terminal  objectiw.    Students  who  failed  to  meet  criterion  on  the 
terminal  objective  were  instructed.    Instruction  consisted  of  a 
modeling  segment  (the  teacher  modeled  the  correct  response  sequence 
for  each  student)  followed  by  an  individual  test  and  instruction 
segment.   Data  was  only  recorded  on  the  test  and  instruction 
segment. 


Task  Analysis 

Purpose: 

1.  Appropriate  use  of  mouthwash  to  rinse  out  mouth 

2.  Extension  of  "Brushing  Teeth"  program 

Materials: 


1.  Large  plastic  bottle  of  mouthwash  (diluted  with  water) 

2.  Cup  for  each  S 

3.  Bathroom- type's ink 

4.  Data  sheets  (See  Appendix  B) 


Vocabulary! 


1 .  '*Mouthwash" 

2.  "Cup" 

3.  "Take  the  cap  off  the  bottle."  (Verbal  cue  used  in  modeling 
and/or  correcting  Step  1) 

4.  "Pour  that  nouthwash  into  the  cap  until  it  is  full." 
(Verbal  cue,  Step  2) 

5.  "Pour  that  mouthwash  into  your  cup."  (Verbal  cue,  Step  3) 

6.  "Put  the  cap  back  on  the  bottle."  (Verbal  cue,  Step  4) 

7.  "Put  that  mouthwash  into  your  mouth."  (Verbal  cue.  Step  5) 

8.  "Swish  it  around."  (Verbal  cue.  Step  6) 

9.  "Spit  it  out."  (Verbal  cue.  Step  7) 

Objective; 

Given  the  response  cue,  "Show  me  how  you  rinse  your  mouth  using 
these  supplies,  please."   (A  cup  and  a  bottle  of  mouthwash 
were  placed  in  front  of  S.),  S  will  correctly:    1)  take  the  cap 
off  the  bottle,  2)  pour  the  mouthwash  into  the  cap,  3}  pour  the 
mouthwash  into  the  cup,  4)  put  the  cap  back  on  the  bottle,  5)  pour 
the  mouthwash  from  the  cup  into  his  mouth,  6)  swish  it  around  in 
his  mouth,  and  7)  spit  it  out  into  the  sink,  correctly  and  in 
sequence  on  three  consecutive  trials. 

Teaching  Procedure 

Baseline; 

S  stands  in  front  of  the  sink.    A  cup  and  bottle  of  mouthwash 
are  placed  in  front  of  him/her.    T  says,  "Show  me  how  you  rinse 
your  mouth,  S.    Use  these  supplie?,  please."   T  says  '*Thank  you" 
regardless  o?  S*s  response(s)  and  records  each'*response  (1-7  of 
the  objective)"as  a  "♦"  or  "-"  on  the  data  sheet  (See  data 
sheet  Appendix  B) .    A  trial  is  only  counted  as  correct  if  the 
S  performs  all  seven  responses  correctly  and  in  sequence. 

Teaching  Steps; 

^  *    yo<^*fi»g'    1  stands  in  front  of  the  sink  with  a  cup  and 

Dottxe  of  mouthwash,  and  says,  while  modeling  the  responses, 
"S,  this  is  how  you  rinse  your  mout^;  take  the  cap  off  the 
bottle,  pour  that  mouthwash  into  t>    cap,  pour  that 
mouthwash  into  the  cup,  put  the  cap  back  on  the  bottle, 
pour  that  mouthwash  from  the  cup  into  your  mouth,  swish 
it  around,  and  spit  it  out  in  the  sink."   The  sequence 
is  modeled  for  each  student  before  th'9  testing  and 
instruction  segment. 

2.    Testing  and  Instruction;    S  stands  in  front  of  the  sink.  A 
cup  and  bottle  of  mouthwasF  are  placed  in  front  of  him.  T 
says,  "Show  me  how  you  rinse  your  mouth.    Use  these  supplies, 
please." 


a.  Correct  responseCs)  *  verbal  praise  from  T.   Notf$  that 
verbal  praise  was  initially  given  after  each  response 
in  the  sequence  but  was  gradually  faded,  so  S  was 
required  to  perform  an  increasing  number  of  steps 
correctly  before  reinforcement  was  given. 

b.  Incorrect  response  -  at  any  point  in  the  sequence  T 
stopped  S  and  says,  "No,      do  it  like  this,"  and 
modeled  the  correct  response  with  the  appropriate 
verbal  cue  for  that  step. 

1)  Correct  response  >  T  says,  '*That*s  better,"  and 
instructs  S  to  contTnue  the  sequence. 

2)  Incorrect  response  *  T  stops  S  and  says,  "No, 

do  it  like  this,"  and^primes  the  correct  response 
with  the  appropriate  verbal  cue  for  that  step.  T 
then  instructs  S  to  continue  with  the  sequence. 

3.   Criterion;    Follow  che  above  procedure  until  the  student 
has  three  consecutive  correct  trials,  i.e.,  the  students 
perform  all  responses  correctly  and  in  sequence  three  times 
in  a  row. 

Results  and  Discussion; 

The  results  indicated  (Table  S)  that  none  of  the  students  knew 
the  mouthwashing  routine  before  instruction.    However,  all  students 
(except  S4)  learned  the  routine  after  only  one  modeling  (it  only 
took  three  trials  to  criterion  indicating  that  they  made  no  errors). 
This  may  be  explained  by  the  fact  that  most  of  the  students  already 
knew  many  of  the  components  >f  the  chain  (See  Table  5  -  percent  of 
correct  responses)  and  learned  the  correct  sequence  during  the  model mji 
session.      (See  Table  5  on  following  page) 


C.   Premenstrual  Training 
Paula  Dedrick 

The  premenstrual  training  program  was  designed  to  teach  the 
identification  of  the  menstrual  period  and  a  hygienic  routine  to 
follow  once  it  was  identified.    It  was  felt  that  teaching  the  students 
to  use  sanitary  equipment  and  to  identify  their  period  from  simulatea 
menstrual  blood  prior  to  actual  menstruation,  would  facilitate 
following  an  appropriate  hygienic  routine  at  an  actual  occurrence. 
For  this  reason  menstrual  hygiene  was  taught  to  the  students  before 
their  first  period. 

Prior  to  the  designing  of  this  program,  the  parents  of  the 
students  to  be  involved  were  contacted  and  asked  what  type  of 
sanitary  equipment  they  wanted  their  daughter  to  use.    From  this 
information  a  program  was  designed  and  individualized  for  each  student. 
A  copy  of  the  premenstrual  program  with  adaptations  for  home  use  were 
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then  mailed  to  the  parents  to  aid  in  home  education  and  generalization 
of  the  skill.   The  program  was  broken  into  five  phases.    They  were: 

I)  teaching  the  students  identification  of  menstruation;  XI)  teaching 
the  students  a  hygienic  routine  subsequent  to  identification;  III) 
teaching  the  students  to  request  sanitary  equipment;  IV)  teaching 
the  students  to  receive  the  equipment  and  bathroom  preparation;  and 
V)  teaching  the  students  the  application  of  selected  sanitary 
equipment.   These  five  phases  were  taught  beginning  with  Phase  I. 
When  Phase  I  was  mastered.  Phase  II  was  taught  as  a  sequel,  that  is. 
Phase  II  was  chained  onto  Phase  I.   When  the  student  was  proficient 
at  performing  Phases  I  and  II  as  a  single  sequence.  Phase  III  was 
chained  onto  it.    This  chaining  was  continued  until  all  five  phases 
were  performed  as  a  single  sequence.    Phase  V  was  taught  concurrently 
with  Phases  I  through  IV  because  of  its  complexity.    It  then  could 

be -chained  onto  Phase  IV  when  Phases I-IV  were  mastered  as  a  single 
sequence. 

In  teaching  the  identification  of  menstruation  simulated  blood 
was  presented  in  two  corms:    I)  a  stained  piece  of  toilet  paper  and 

II)  a  stained  insert  placed  in  the  students*  underpants.   The  pro- 
cedures for  the  presentation  of  the  simulated  stains  is  explained 
in  detail  in  Phase  I.    Ear^>  phase  had  two  parts,  one  for  each 
presentation  procedure        t  I  and  Part  II). 

Instruction  and  measurement  were  incorporated  in  a  *'model- 
test-teach**  design.   That  is,  the  teacher  would  first  model  the 
correct  responses  in  sequence  for  the  students    (See  Phase  I -A, 
Part  I,  Step  1  for  more  details).    Then  the  students  would  be  given 
a  cue  to  respond  and  required  to  imitate  tl^f  responses  modeled  in 
the  correct  sequence.    If  any  responseVwc^.  <perf ormed  incorrectly 
or  out  of  sequence  the  student  was  stopped,  taught  the  correct 
response  and  then  asked  to  proceed.    Criterion  on  each  phase  required 
the  student  to  perform  the  correct  responses  in  sequence  on  at  least 
three  consecutive  trials.    A  trial  consisted  of  completion  of  the 
response  sequence. 

The  instructional  sequence  was  as  follows: 

1.  Baseline  terminal  objective.  Parts  I  and  II  and  Baseline 
Phase  V 

2.  Teach  Phase  I,  Parts  I  and  II,  with  high  intensity  cues 
to  criterion 

a.  Rebaseline  Phase  I  with  medium  and  light  intensity  cues 

b.  If  necessary,  teach  Phase  I  with  medium  and  low 
intensity  cues 

3.  Teach  Phase  V  concurrently  with  Phases  I- IV 

4.  Rebaseline  terminal  objective.  Parts  I  and  II 

5.  Teach  Phase  II,  Parts  I  and  II,  to  criterion 
6*   Rebaseline  terminal  objective.  Parts  I  and  II 


7.  Teach  Phase  III,  Parts  I  and  II,  to  criterion 

8.  Rebaseline  terminal  objective,  Parts  I  and  II 

9.  Teach  Phase  IV,  Parts  I  and  II,  to  criterion 

10.  Rebaseline  terminal  objective.  Parts  I  and  II 

11.  If  necessary,  chain  Phase  V  onto  Phase  IV 

12.  Rebaseline  terminal  objective.  Parts  I  and  II 

Prior  to  teaching^  a  baseliiB  neasure  (which  was  a  baseline  of 
the  terminal  objective)  was  administered  to  determine  each  student's 
ability  to  identify  her  menstrual  period  and  perform  a  hygienic 
routine.   The  baseline  measure  involved  testing  the  student's  ability 
to  identify  simulated  menstrual  blooti,  execute  a  hygienic  routine 
iiamediately  following  identification,  and  apply  hygienic  equipment. 
For  a  response  to  be  scored  correct  it  had  to  be  correct  and  in 
sequence.   The  scoring  code  consisted  of  a       for  a  correct  response, 
a       for  an  incorrect  response  and  an  **r**  for  a  correct  response 
out  of  sequence.   An  **r"  was  graphed  as  a       or  error  response. 
Upon  reaching  criterion  on     Phase  I,  II,  or  III,  a  rebaseline 
was  administered  on  the  next  phase  before  it  was  taught.  This 
rebaseline  served  two  purposes:    1)  to  assess  whether  the  students 
could  perform  the  previouslry  taught  phases  correctly  and  in  sequence 
without  a  model,  and  2}  re-evaluate  the  student's  knowledge  of  the 
phase  to  be  taught. 


1.  Identification  of  menstrual  period 

2.  Practice  of  a  hygienic  routine  for  the  menstrual  period 

3.  Independence  in  menstrual  hygiene 


1.  Stained  underpants 

2.  Stained  toilet  paper  of  varying  intensities 

3.  Stayfree  maxi-pads 

4.  Modess  sanitary  brief 

5.  Pursettes  tampons  (regular  absorbancy) 

6.  Stained  cotton  inserts  for  underpants  -  the  stain  being 
of  varying  intensities 

7.  Data  sheets  listing  the  steps  of  the  hygienic  routine 


Task  Analysis 


Purpose; 


Materials: 


Vocabulary; 


1. 
2. 
3. 
4. 
S. 


period 

menstruation 
menstruating 
(menstrual)  blood 
vagina 


6. 
7. 
8. 
9. 
10. 


sanitary  pad 
Kotex  pad 

tab  (short  and  long) 

brief 

pants 


a. 

12. 
13. 
14. 
15. 


blue  line  on  pad 
strip 

sticky  strip  on  pad 

tampon 

eel lophane 


16. 
17. 
18. 
19. 
20. 


unravel 
sanitary  equipnent 
elastic  (front  and  back) 


string 
tip 


Objective; 

When  S  views  simulated  menstrual  blood  on  a  piece  of  toilet 
paper  or  on  her  underpants,  S  will  verbally  identify  this  as  her 
menstrual  period  and  complete  the  hygienic  routine  outlined  below 
on  at  least  three  consecutive  trials. 


Terminal  Objective  Part  1:    T  takes  S  into  bathroom.    S  is 
instructed  to  sit  on  the~toilet  Tpants  down).   T  instructs 
S  to  wipe  with  the  stained  toilet  paper  (high  intensity 
cue)  and  says,  "When  you  wipe  you  see  this.   What  does  it 
mean?**   (A  correct  reponse  would  include  the  words  **my*'  and 
**period.**) 

a.   T  says,  **Thank  you**  regardless  of  the  response  and 

Fecords  the  response  as  **♦**  or  **<•**  on  the  data  sheet. 
T  asks,  **What  do  you  do?*' 

F.   T  says,  **Thank  you**  regardless  of  the  response  (a 
correct  response  would  constitute  S  performing  a 
hygienic  routine)  and  records  the  response  as  **♦**  or 
**-**  on  the  data  sheet.   A  correct  response  must  be 
completed  in  correct  sequence. 

Terminal  Objective  Part  II:    T  takes  S  into  bathroom.    S  is 
instructed  to  sit  on  the  ?oilet  (pants  down).   T  puts  a 
stained  insert  (high  intensity  cue)  in  the  crotch  of  S*s 
underpants  and  says,  **When  you  pull  down  your  pants  you 
see  this.   What  does  it  mean?**    (A  correct  response  would 
include  the  words  *'my**  and  **period.**) 
a.   T  says,  **Thank  you**  regardless  of  the  resf3nse  and 

records  the  response  as  **•>•*  or  **-**  on  the  data  sheet. 
T  asks,  **What  do  you  do?** 

F.   T  says,  **Thank  you**  regardless  of  the  response  (a 
correct  response  would  constitute  S  performing  a 
hygienic  routine)  and  records  the  response  as  *'♦**  or 
**-**  on  the  data  sheet.   A  correct  response  must  be 
completed  in  correct  sequence. 

Phase  V:    T  takes  S  into  the  bathroom.   T  hands  S  appropriate 
sanitary  equipment  and  asks,  **What  do  you  do'with  this?** 
a.   T  says,  **Thank  you**  regardless  of  the  response  (a 


Teaching  Procedure 


Baseline: 


453 


correct  response  would  entail  S  putting  on  the  equipment 
properly)  and  records  the  response  as  **♦**  or  **-**  on  the 
data  sheet.   A  correct  response  must  be  completed  in 
correct  sequence. 

Teaching  Steps: 

Phase  I;    Teaching  identification  of  menstruation 

A.  With  high  intensity  simulated  blood  stains  Phase  I  and 
Phase  II  may  be  taught  concurrently. 

Part  I  -  With  toilet  paper  cue. 

1.  Modeling!    While  in  the  bathroom  stall,  T  sits  on 
toilet  and  wipes  with  stained  toilet  paper.  T 
then  points  to  the  stain  and  says,  **See  this?~  It 
means  I  have  my  period.** 

2.  Testing  and  Instruction:    T  presents  stained 
toilet  paper  to  S  and  says7  *'When  you  wipe,  you 
see  this.   What  3bes  it  mean?** 

8.    Correct  response  -  T  verbally  praises  S. 

b.    Incorrect  response  ~  T  says,  *'No,  S,  you  say, 
*I  have  my  period. *»•  "^models  the"correct 
response  until  £  imitaFes  the  response. 

3.  Criterion:    Follow  the  above  procedure  until  S 
performs  the  correct  response  on  at  least  three 
consecutive  trials. 

Part  II  -  With  insert  cue  in  underpants.   The  procedure 
for  Part  II  is  identical  to  Part  I  except  the  verbal 
cue  is  slightly  different  due  to  changes  in  the 
materials.    Example  -  **When  you  pull  down  your  pants 
you  se9  this  (instead  of  **When  you  wipe**).  What 
does  it  mean?** 

B.  With  medium  and  a  low  intensity  simulated  blood  stains . 

Rebase lines:    Same  as  object  1  and  2  except  only  medium 
and  light  blood  stains  were  used  to  t#tst  for  transfer 
of  identification  in  skills  from  high  to  medium  and 
light  blood  intensities. 

Part  I  -  With  toilet  paper  cue,  medium  and  low  intensity. 

1.    T  takes  £  into  bathroom.    S  is  instructed  to  sit 
on  the  collet  (pants  down)7  T  instructs  S  to  wipe 
with  the  stained  toilet  paper'and  says,  *13hen  you 
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wipe  you  see  this.   What  does  it  mean?"  (A  correct 
response  would  include  the  words  **my*'  and  "period.") 
a.    T  says  '*Thank  you"  regardless  of  the  response 

and  records  the  response  as  "♦"  or  "•>"  on  the 

data  sheet. 

Part  IX  -  With  insert  cue  with  medium  and  low  intensity 
cues. 

2.    T  takes  S  into  bathroom.    S  is  instructed  to  sit 
on  the  toilet  (pants  down)7  T  puts  a  stained 
insert  in  the  crotch  of  £*s  underpants  and  says, 
"When  you  pull  dotm  your  pants  you  see  this. 
What  does  it  mean?"    (A  correct  response  would 
include  the  words  *'my"  and  "period."} 
a.    T  says  "Thank  you"  regardless  of  the  response 
and  records  the  response  as  "♦"  or  "-"  on  the 
data  sheet.   A  correct  response  must  be 
completed  in  correct  sequence. 

Teaching  Steps; 

If  the  students  had  not  generalized  identification  of  menstruation 
to  the  medium  and  low  level  intensities,  they  would  have  been 
taught  in  two  concurrent  phases  (toilet  paper  and  insert) 
utilizing  the  same  ''model-  then  test-teach"  paradigm  used  to 
teach  the  high  intensity  cue  parts.    Simulated  blood  stains  of 
varying  intensities  were  randomly  used  throughout  the  remainder 
of  the  program. 

Phase  II;    Teaching  the  students  a  hygienic  routine  subsequent 
to  identification. 

Rebaseline;    The  same  procedures  as  in  baseline  steps  1  and 
?  were  followed . 

Parts  I  and  II  may  be  taught  concurrently. 

Part  I  -  With  toilet  paper  cue. 

^*    ^^o^f^i'^g*    While  in  bathroom  stall,  T  sits  on 
toilet  and  wipes  with  stained  toilet"paper.  T 
then  points  to  the  stain  and  says,  "See  this?" 
It  means  I  have  my  period.    When  I  have  my 
period  I  do  this."   T  says  the  verbal  cues  iCj,  C2, 
etc.)  listed  and  models  the  correct  responses. 

Ci    "Drop  the  paper  in  the  toilet" 

T  drops  the  stained  paper  in  toilet. 

C2   •*Tear  off  clean  paper." 

T  tears  off  clean  toilet  paper. 


C3   "Wipe  yourself  off." 
T  wipes  vaginal  area. 

C4   "Drop  the  paper  in  the  toilet." 
T  drops  the  paper  in  toilet. 

Cs    "Stand  up."  * 
T  cones  to  standing  position. 

C5  "Pull  up  yoUiT  pants." 

T  pulls  up  underpants  and  other  clothing 
(tights,  slacks,  etc.). 

C7   "Flush  the  :oilet." 

T  pushes  down  on  toilet  handle  until  it  flushes. 

Cg   "Leave  the  stall." 

T  opens  stall  door  and  walks  out. 

Cg   "Wash  your  hands." 
T  washes  hands. 

Testing  and  Instruction ; 

al   T  oxrects  S  to  sit  on  the  toilet  (pants  down) 
and  to  wipe  with  stained  toilet  paper  and  says, 
'*When  you  wipe,  you  see  this."   S  should  give 
a  correct  response  as  outlined  in  Phase  I. 
T  then  asks,  "What  do  you  do?"   S  should  com- 
plete the  series  of  responses  outlined  in 
*  .  "e  II,  Part  1*1  in  sequence. 

^rrect  response  -  T  verbally  praises  S 
intermittantly  during  the  course  of  S*? 
correct  responses. 
2)  Incorrect  response  -  T  says,  "No,  S,  after 
you  (last  correct  response),  you  (verbal 
cue  for  error  response)."  T  prompts  and/or 
primes  S  through  the  correct"  response.  This 
procedure  is  followed  until  S  completes  the 
chain  of  responses  correct lyT 

b.   T  directs  S  to  sit  on  the  toilet  (pants  down) 
and  to  wipe  with  stained  toilet  paper  and  says, 
"When  you  wipe,  you  see  this."   S  should  give 
a  correct  response  to  the  question  as  outlined 
in  Phase  I  and  to  complete  the  series  of 
responses  outlined  in  Phase  II,  Part  I-l  in 
sequence. 

1)  Correct  response  -  T  verbally  praises  S 
intermittantly  during  the  course  of  S^'s 
correct  responses.  " 
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2)  Incorrect  response  •>  T  says,  "No,  after 
you  (last  correct  response)  you  (verbal  cue 
for  error  resp<msej."  T  prompts  and/or 
primes  S  through  tne  correct  response. 
This  procedure  is  followed  until  S  com- 
pletes the  chain  of  responses  correctly. 

There  could  be  another  step  between  A  and  B.  The 
verbal  cue  for  this  step  would  be,  "When  you  wipe 
you  see  this .   What  does  it  mean?"   S  would  then 
be  required  to  complete  the  sane  responses  as  in 
A  and  B.   This  st^  was  not  used  in  the  program 
because  it  was  felt  that  the  cue,  "What  does  it 
mean?"  should  be  faded  out  as  quickly  as  possible. 
In  a  real  situation  there  would  be  no  one  giving 
that  cue  to  the  student. 

3.   Criterion;    Follow  the  above  procedure  until  S 
correctly  completes  the  responses  outlined  cor- 
rectly and  in  sequence  on  at  least  three  consecutive 
trials. 

Part  II  -  With  insert  cue. 

The  procedure  for  Part  II  is  the  same  as  Part  I 
except  for  a  change  in  the  verbal  cue  as  described 
in  Phase  I-A,  Part  II  and  the  deletion  of  Ci  from 
the  routine. 

Phase  III;    Teaching  the  students  to  request  sanitary  equipment. 

Rebaseline;    The  same  procedures  as  in  baseline  steps  1  and  2 
were  followed. 

Part  I  and  II  may  be  taught  concurrently. 

Part  I  -  With  toilet  paper  cue. 

^*   ^ff^^"8'    While  in  bathroom  stall,  T  sits  on 
toilet  and  wipes  with  stained  toilet-paper.  T 
then  points  to  the  stain  and  says,  "See  this?""  It 
means  I  have  my  period.   When  I  have  my  period,  I 
do  this."   T  says  verbal  cues  (Cj,  C^,  etc and  fodels  the 
response  chain  listed  in  Phase  II,  Hart  I-l  and 
then  models  the  response  chain  for  Phase  III. 

Cx    "Leave  the  bathroom." 

T  opens  the  door  and  walks  out  of  bathroom, 

C2   "Go  to  our  room." 

T  walks  to  appropriate  classroom. 
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C3   *'Go  inside  the  room.** 
T  enters  the  classrooa. 

C4   "Walk  over  to  (teacher)." 

T  walks  over  to  the  classroom  teacher. 

Cs   *'Nhat  do  you  need?** 

T  Sftys,  "X  need  a  (sanitary  equipment  to  be 
used).  ' 

2.  Testing  and  Instruction; 

a.  T  airects  S  to  sit  on  the  toilet  (pants  down) 
and  to  wipe  with  stained  toilet  paper  and 
says,  **When  you  wipe,  you  see  this."  S 
should  give  a  correct  response  and  complete 
the  series  of  responses  outlined  in  Phases  II 
and  III,  Part  1. 

1)  Correct  response  -  T  verbally  praises  S 
intermittantly  during  the  course  of  S*? 
correct  responses.  " 

2)  Incorrect  response  -  T  says,  **No,  after 
you  (last  correct  response)  you  (verbal  cue 
for  error  response)."  T  prompts  and/or 
primes  S  through  the  correct  response.  This 
procedure  is  followed  until  S  completes  the 
chain  of  responses  correct ly^and  in  sequence. 

b.  T  cirects  S  to  sit  on  the  toilet  (pants  down) 
and  to  wipe  with  stained  toilet  paper  and  says, 
**Nhen  you  wipe,  you  see  this.**  £  should  give 

a  correct  response  to  the  question  as  outlined 
in  Phase  I  and  complete  the  chain  of  responses 
outlined  in  Phase  II  and  Phase  III,  Part  I-l. 

1)  Correct  response  -  T  verbally  praises  S 
intermittantly  during  the  course  of  S*? 
correct  responses. 

2)  Incorrect  responses  -  T  says,  **No,  S, 
after  you  (last  correct"  response)  you 
(verbal  cue  for  error  response).**  T 
prompts  and/or  primes  S  through  the"correct 
response.   This  procedure  is  followed  until 
S  completes  the  chain  of  responses  cor* 
rectly  and  in  sequence. 

3.  Criterion;    Follow  the  above  until  S  correctly 
completes  the  responses  outlined  on*at  least  three 
consecutive  trials. 

Part  II  -  With  insert  cue. 
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The  procedure  for  Part  II  was  the  same  a^  Part  I 
except  for  a  change  in  the  verbal  cue  as.  described 
in  Phase  I-A,  Part  II  and  the  deletion  of  from 
the  routine  as  described  in  Phase  II,  Part  I-l. 

Phase  IV;    Teaching  the  students  to  receive  the  equipment  and 
bathroom  preparation.    (This  phase  has  not  been  implemented 
yet  due  to  time  restrictions.) 

Rebaseline;    The  same  procedures  as  in  baseline  steps  1  and 
2  were  followed. 

Part  I  and  II  may  be  taught  concurrently. 

Part  I  -  With  toilet  paper  cue. 

^*    Mo^f^ingi    While  in  bathroom  stall,  T  sits  on 
toilet  and  wipes  with  stained  toilet-paper.  T 
then  points  to  the  stain  and  says,  "See  this?" 
It  means  I  have  my  period.    When  I  have  my  period, 
I  do  this."  T  says  the  verbal  cues  (C^,  Co,  etc.)  and  nodels 
the  response  chain  listed  in  Phase  II  and  ill. 
Part  I-l  and  then  models  the  response  chain  and 
verbal  cues  of  Phase  IV. 

Ci    To  hands  Ij  the  appropriate  sanitary  equipment. 
T^grasps  and  holds  sanitary  equipment. 

C2    "Go  to  the  btathroom." 

T  walks  to  the  girl's  bathroom. 

C3   "Go  inside  the  bathroom." 

T  opens  the  door  and  walks  into  the  bathroom. 

C4    "Go  inside  a  stall." 

T  opens  stall  door  and  walks  inside. 

Cs   "Close  the  door." 

T  closes  the  door  to  the  stall. 

2.    Testing  and  Instruction; 

al    T  directs  S  to  sit  on  the  toilet  (pants  down) 
and  to  wipe  with  stained  toilet  paper  and  says, 
"When  you  wipe,  you  see  this ."   S  should  give 
a  correct  response  as  outlined  in  Phase  I  and 
cos^lete  the  series  of  responses  outlined  in 
Phases  II,  III,  and  IV,  Part  I-l. 
1)  Correct  response  -  T  verbally  praises  S 
intermittantly  during  the  course  of  S'F 
correct  responses.  "* 
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2)  Incorrect  response  *  T  says,  "No,  S,  after 
you  (last  correct  response)  you  (verbal 
cue  for  error  response)."  T  prompts  and/or 
primes     through  the  correcT  response.  This 
proceduFe  is  followed  until  £  completes  the 
chain  of  responses  correct lyluid  in  sequence. 

b.   T  directs  S  to  sit  on  the  toilet  (pants  down) 
and  to  wipe*  with  stained  toilet  paper  and  says, 
"When  you  wipe,  you  see  this."  £  should  complete 
the  series  of  responses  outlinedHLn  Phases  I, 
II,  III  and  IV,  Part  I-l. 

1)  Correct  response  -  T  verbally  praises 
intermittantly  during  the  course  of  S^T 
correct  responses. 

2)  Incorrect  response  *  T  says,  "No,  after 
you  (last  correct  respwise)  you  (verbal  cue 
for  error  response)."  T  prompts  and/or 
primes     through  the  correct  responses. 
This  procedure  is  followed  until  £  com- 
pletes the  chain  of  responses  correctly. 

^*   Criterion:    Follow  the  above  until  S  correctly 
completes  the  responses  outlined  on"at  least  three 
consecutive  trials. 

Part  II  -  With  insert  cue. 

The  procedure  for  Part  II  is  the  same  as  Part  I 
except  for  a  change  in  the  verbal  cues  as  described 
in  Phase  I-A,  Part  II  and  the  deletion  of  Cx  from  the 
routine  described  in  Phase  II,  Part  Nl. 

Phase  V:    Teaching  the  student  the  application  of  the  sanitary 
equipment . 

Rebaseline:    The  same  procedures  as  in  baseline  steps  1  and 
2  were  followed.   The  routines  described  in  Phase  V  may  be 
taught  concurrently  with  Phases  I-IV  because  of  their  com- 
plexity.   When  the  student  has  mastered  Phases  I-IV,  Phase  V 
is  then  chained  into  the  sequence. 

Part  I  -  Toilet  paper  cue. 

1.   Modeling;    While  in  bathroom  stall,  T  sits  on 
toilet  and  wipes  with  stained  toilet*l9aper.  T 
then  points  to  the  stain  and  says,  "See  this?*' 
It  means  I  have  my  period.    When  I  have  my 
period,  I  do  this."   T  says  the  verbal  cues  (Ci,  C2,  etc.) aid 
models  the  response  cKain  listed  in  Phases  II, 
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Ill,  and  IV,  Part  I-l  and  then  says  the  verbal 
cues  and  aodels  one  of  the  response  chains 
listed  below.   Note:    When  the  application 
routine  is  being  taught  concurrently  with 
Phases  I -IV,  T  only  models  the  actual  application 
routine  for  ^ 

STAYFREE  MAXI>PADS 

Cj     "Put  the  pad  on  the  back  of  the  toilet.** 
T  places  pad  on  back  of  toilet . 

C2     **Pull  down  your  pants.** 

T  pulls  pants  down  to  knees. 

C3     **Sit  down  on  the  toilet.** 
T  sits  on  the  toilet  seat. 

C4     **Pick  up  pad  and  peel  off  the  strip.** 
T  picks  up  pad  and  peels  off  the  strip. 

Cs     **Put  the  strip  on  the  back  of  the  toilet.** 
T  puts  strip  on  back  of  toilet. 

Ce     **Place  the  sticky  side  down  on  your  pants.*' 
T  places  sticky  side  down  on  pants . 

C7     •*Press  pad  into  your  pants.** 
T  pushes  pad  against  pants. 

C8     *'Stand  up.*' 
T  stands  up. 

C9     **Pull  up  your  pants.*' 
T  pulls  up  pants. 

CiQ   **Press  the  pad  into  your  pants.** 

.  T  presses  along  outside  of  pants,  against 
body. 

Cii    **Pick  up  the  strip.'* 
T  picks  up  strip. 

C12   **Leave  the  stall.** 

T  opens  stall  door  and  walks  out. 

**Throw  the  strip  away.** 

T  walks  over  to  wastebasket  and  throws  strip  in. 


Ci4    **Wash  your  hands.** 
T  washes  hands. 


MODESS  SANITARY  BRIEF  AND  KOTEX  SANITARY  NAPKIN 


"Put  the  box  on  the  back  of  the  toilet.** 
T  puts  Kotex  on  back  of  toilet. 

C2     "Sit  down  on  the  toilet.** 
T  sits  on  toilet  seat. 

C3     **Take  off  y  'ur  pants.*' 

T  takes  off  pants,  tights,  underpants,  etc. 

C4     "Put  on  the  br5ef  (pants)." 
T  puts  briefs  01.. 

C5     **Pull  the  brief  up  to  your  knees >." 
T  pulls  brief  up  to  her  knees. 

Ce     "Pick  up  the  box." 

T  picks  up  box  from  back  of  toilet. 

C7     '*Open  the  box.** 

T  opens  the  flap  on  the  kotex  box. 

Cg     **Take  out  the  pad.*' 

T  takes  pad  out  of  box. 

C9     "Put  the  box  on  the  back  of  the  toilet." 
T  places  box  on  the  back  of  the  toilet. 

Cio    **Unfold  the  tabs." 

T  unfolds  the  tabs  of  the  napkin. 

Cii    *'Face  the  blue  line  down.** 

T  faces  the  blue  line  away  from  her. 

C12   "Put  the  end  with  the  short  tab  under  the 
front  elastic." 
T  slides  end  with  short  tab  under  front  elastic. 

Cx3    *'Put  the  end  with  the  long  tab  under  the 
back  elastic." 
T  slides  end  with  long  tab  under  back  elastic. 

Ci4    *'Stand  up." 
T  stands  up. 

Cx5   **Pull  up  your  brief." 
T  pulls  up  brief. 

"Put  on  your  other  clothes.*' 

T  puts  on  other  clothing  (excluding  underpants). 
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Ci7    "Pick  up  the  box." 
T  picks  up  the  box. 

Cj^S    "Pick  up  your  underpants." 
T  pi'  ks  up  underpants. 

Ci9   "Leave  Jie  stall." 

T  opens  door  and  walks  out  of  the  stall. 

C20   "Throw  the  box  away." 

T  walks  over  to  wastebasket  and  throws  box  in. 

C21   "Wash  your  hands." 
T  washes  hands 

PURSETTES  TAMPON  "REGULAR" 

Cx     "Put  the,  tampon  on  the  back  of  the  toilet." 
T  places  tampon  on  back  of  toilet. 

C2     "Pull  down  your  pants." 
T  pulls  down  pants. 

C3     "Sit  down  on  the  toilet." 
T  sits  on  toilet  seat. 

C4     "Pick  up  the  tampon." 
T  picks  up  tampon. 

Cs     *'Take  off  the  cellophane." 

T  tears  the  cellophane  and  removes  it  from 
~  the  tampon. 

C6     "Put  the  cellophane  on  the  back  of  the  toilet." 
T  puts  cellophane  on  toilet. 

4 

C7     "Unravel  the  string." 

T  straightens  out  string. 

Cg     "Spread  your  vagina  with  your  fingers." 

T  spreads  vaginal  lips  with  hand  not  holding 
tampon. 

C9     "Push  the  tampon  all  the  way  into  your  vagina." 
T  pushes  tampon  into  vagina  until  tampon  is 
"  no  longer  exposed. 

Cio    "Stand  up." 
T  stands  up. 

o 
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Cll    "^11  up  your  pants." 
T  pulls  up  her  pants. 

Ci2    "Pick  up  the  cellophane." 
T  picks  up  the  cellophane. 

Cx3    "Leave  the  stall." 

T  opens  the  door  and  walks  out  of  the  stall. 

Ci4    "Throw  the  cellophane  away." 

T  walks  over  to  wastebasket  and  throws 
~  cellophane  in. 

Cis   ••Wash  your  hands. •• 
T  washes  hands . 

Testing  and  Instruction; 

a^    T  directs  S  to  sit  on  the  toilet  (pants  down), 
to  wipe  with  stained  toilet  paper  and  says, 
••When  you  wipe,  you  see  this.^^  S  should  give 
a  correct  response  as  outlined  in  Phase  I  and 
to  complete  the  series  of  responses  outlined 
in  Phases  II,  III  and  IV,  Part  T  then 

asks,  ••What  do  you  do?^^  £  is  require?  to 
complete  the  series  of  responses  outlined  in 
Phase  V,  Part  I-l.    (Only  one  routine  is 
necessary.) 

1)  Correct  response  -  T  verbally  praises  S 
intermittantly  during  the  course  of  ^•s' 
correct  responses. 

2)  Incorrect  response  -  T  says,  ••No,  £,  after 
you  (last  correct  response)  you  (verbal  cue 
for  error  response)."   T  prompts  and/or 
primes  S  through  the  coFrect  response. 
This  procedure  is  followed  until  £  com- 
pletes the  chain  of  responses  correctly 
and  in  sequence. 

b.    T  directs  S  to  sit  on  the  toilet  (pants  down), 
to  wipe  with  stained  toilet  paper  and  says, 
••When  you  wipe,  you  see  this,^^  S  should  give  a 
correct  response  as  outlined  in'~Phase  I  and  to 
complete  th^%eries  of  responses  outlined  in 
Phases  II,  III,  IV  and  V,  Part  Nl. 

1)  Correct  response  •>  T  verbally  praises  S 
intermittantly  during  the  course  of  ^•s' 
correct  responses. 

2)  Incorrect  responses  -  T  says,  ••No,  S,  after 
you  (last  correct  response)  yoii  (verbal  cue 
for  error  response),"   T  prompts  and/or 
primes  £  through  the  correct  response.  This 
procedv;^e  is  followed  until     completes  the 
chaiii  of  responses  correctlyT 
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^*   Criterion!    Follow  the  above  until  S  correctly 
completes  the  responses  outlined  on~at  least 
three  consecutive  trials. 

Part  II  -  With  insert  cue. 

The  procedure  for  Part  II  is  the  same  as  Part  I 
except  for  a  change  in  the  verbal  cue  as  described 
in  Phase  I-A,  Part  II  and  the  deletion  of  Ci  from 
the  routine  described  in  Phase  II,  Part  I-I. 

Adaptations  for  the  home. 

1.  Phase  I  -  no  change. 

2.  Phase  II,  Parts  I  and  II  -  exclude  Cg 
"Leave  the  stall.*' 

3.  Phase  III,  Parts  I  and  II  change  to: 

Ci  "Leave  the  bathroom." 

£  opens  the  door  and  walks  out  of  bathroom. 

C2  "Find  your  mother." 

S  locates  mother  and  approaches  her. 

C3  "What  do  you  need?" 

S  says,  "I  need  a  (sanitary  equipment  to 
*"  be  used)." 

C4  Mother  hands  S  the  appropriate  sanitary  e^quipment. 
S  grasps  and  Holds  onto  sanitary 'equipment. 

4.  Phase  IV,  Parts  I  and  II  exclude  C4  "Go  inside 
a  stall." 

5.  Phase  V,  Parts  I  and  II  exclude  "Leave  the  stall." 
Results  and  Discussion: 

The  results  of  the  baseline  (Table  6}  indicated  that  the  students 
could  not  identify  simulated  menstrual  blood  as  a  "period"  or  follow 
a  hygienic  routine  when  they  encountered  the  blood  (See  baselines 
correct  and  in  sequence).        and      both  demonstrated  that  they 
could  correctly  perform  some  of  the  responses  necessary  for  using 
sanitary  equipment  but  not  in  the  correct  sequence  (See  Phase  V, 
baseline  number  correct  not  in  sequence).   Content  analysis  of  S^*s 
baseline  responses  showed  that  she  had  been  exposed  to  the  sanitary 
equipment  before  (i.e.,  some  of  her  correct  responses  included  the 
actual  application  of  tho  equipment).    Although  S^*a  mother  stated 
that  §2  had  been  exposed  to  sanitary  equipment  previously,  her  correct 
responses  did  not  demonstrate  thij  (i.e.,  her  correct  responses 
involved  normal  bathroom  routine,  pulling  up  pants,  etc.,  not  actual 
application  of  equipment). 
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Thus  far,  Sji  has  learned  the  hygienic  routine  through  Phase  II, 
Part  I  and      has  learned  the  hygienic  routine  through  Phase  II, 
Parts  I  and  II.    (Note:    Parts  I  and  II  of  each  phase  were  taught 
coiicurrently  and  Phase  V  was  taught  concurrently  with  Phases  I-IV). 
Although  Sj^*s  baseline  responses  indicated  exposure  to  the  sanitary 
equipment,  desensitization  was  necessary  because  she  would  not  place 
it  close  to  her  body.    At  this  time  she  has  performed  the  entire 
response  chain  of  Part  V  correctly  and  in  sequence  but  not  in  three 
trials  consecutively. 

The  program  was  run  during  a  fifteen  minute  recess  time  when  the 
bathrooms  were  crowded  and  teaching  had  to  be  rushed.    Also,  the 
teacher  had  to  go  to  great  lengths  to  make  the  teaching  time  a 
positive  experience  to  replace  the  highly  reinforcing  recess.  Due 
in  part  to  these  reasons  the  students  have  not  yet  progressed  through 
the  entire  sequence. 

Although  the  program  was  not  completed  by  either  of  the 
students,  learning  sets  had  developed  (See  Comparison  A).    For  example 
S;^  took  4  trif^ls  to  master  two  responses  in  Phase  X  while  she  only 
took  S  trials  to  master  9  new  responses  in  Phase  11.    Also,  neither 
student  had  problems  generalizing  to  the  different  intensities  of 
stain  in  Phase  II  (See  generalization  to  medium  and  low  intensities 
baseline).    (See  Table  6  on  following  pages) 

Whether  or  not  the  routine  taught  will  generalize  to  the  students 
actual  menstrual  period  remains  unknown  at  this  time  but  it  is  hoped 
that  with  this  premenstrual  training  very  little  teaching  will  be 
necessary  when  menstruation  does  begin. 


V.  FAfllLY 


A.    Family  Members  and  Relationships 

The  purpose  of  this  component  of  the  family-life  curriculum  was 
to  teach  the  students  the  names  of  all  the  members  of  their  immediate 
family  and  their  relationships  (e.g.,  brother,  sister).    The  parents 
of  the  students  were  an  essential  part  of  the  program  in  that  they 
provided  the  teacher  with  pictures  and  names  of  all  family  members. 
The  family  members  and  relationship  program  was  developed  as  a 
requisite  to  teaching  the  students  the  roles  of  family  members  and 
the  concepts  of  sharing,  cooperating,  playing,  and  working  which  are 
associated  with  family  life. 

The  program  was  divided  into  two  phases:    I)  teaching  names  of 
family  members;  and  II)  teaching  family  relationships.    Bach  phase 
I>ad  a  terminal  objective  which  was  broken  into  subobjectives  of 
teaching  the  student  the  behaviors  with:    a)  visual  and  verbal  cues; 
ar.d  b)  verbal  cues.    The  test-teach  instructional  program  described 
in  the  procedures  section  was  used. 
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The  instructional  sequence  was  as  follows: 

1.  Test  each  student's  knowledge  of  general  family. 

2.  Baseline  the  terminal  objectives  of  Phase  I  and  11, 

a.  If  criterion  is  wet  (100%  correct  responding)  on 
terminal  objectives  go  to  step  3. 

b.  If  S  fails  terminal  objective(s)  then  baseline 
subobjectives . 

I)  If  S  meets  criterion  on  subobjectives  (100%  correct 
resporses)  teach  terminal  objective(s)  then  go  to 
step  3. 

2}  If  S  fails  a  subobjective  teach  it  (them)  and  then 

rebaseline  the  next  subobjective  or  terminal 

objective (s)  and  go  to  2b3). 
3)  If  S  meets  criterion  on  rebaseline  (100%  correct 

responses)  of  terminal  objective  gu  to  step  3. 

If  not,  teach  it  and  then  go  to  step  3. 

3.  Retest  each  stud^t*s  knowledge  of  general  family. 

The  students*  knowledge  of  each  phase's  terminal  objective  was 
baselined.    If  the  student  failed  on  the  baseline  of  the  terminal 
objective,  the  subobjectives  were  baselined  and  if  necessary  taught 
to  criterion  (three  consecutive  correct  responses) .   f'^**  —aehing 
criterion  on  a  subobjective  or  terminal  objective  a  r         me  of 
the  next  subobjective  or  terminal  objective  was  admii        <td.  This 
rebaseline  served  two  purposes:    I)  to  reevaluate  the  students* 
knovrledge  of  the  subobjective  or  terminal  objective  to  be  taught; 
and  2)  to  assess  transfer  of  learning  from  the  objective  taught  to 
untaught  objectives. 

iiach  student's  knowledge  of  general  family  relationships  was 
tested,  through  requesting  che  student  to  point  to  father,  mother, 
sister (s)  and  brother (s)  on  pictures  of  unfamiliar  families,  pre 
and  post  to  all  instruction  on  Phases  I  and  II  of  the  program. 
During  instruction  on  Phases  I  and  II  students  who  were  not  being 
directly  instructed  were  informally  requested  to  point  to  the  pictures 
of  other  students*  father,  mother,  sister (s),  brother (s). 

Task  Analysis 

Purpose: 

1.  Identification  of  specific  members  of  each  student's 
immediate  family. 

2.  Identification  of  each  family  member's  relationship  to 

the  student. 

3.  Preparation  for  identific;  tica  of  roles   of  specific 
family  members. 


^Ulterials: 


1.  Pictures  of  each  member  of  student *s  family  (as  a  unit  or 
individually)  mounted  on  a  sheet  labeled  "My  Family"  and 
the  student's  name,  with  the  first  (and  last  -  optional) 
name  of  each  member  listed  under  the  picture. 

2.  Data  sheets,  listing  the  names  of  each  studer.:*s  family 
members  (See  Appendix  B). 

Vocabulary  (will  differ  with  individual  student); 


1. 

"family" 
Father's  name 

2. 

3. 

Mother's  name 

4. 

Brother's  name(s) 

S. 

Sister's  name(s) 

6. 

"father" 

7. 

"mother" 

8. 

"brother" 

9: 

"sister" 

Objectives; 

Phase  I  -  When  asked,  "Tell  me  the  names  of  all  the  people  in 
your  family,"  S  will  correctly  state  the  first  name  of  each  family 
member  on  three  consecutive  trials. 

Phase  II  -  When  asked,  "Tell  me  the  name(s)  of  your  (father/ 
mother /brother (s ) / s i s t er (s ) ) , "  S  will  correctly  state  the  names  of 
family  members  on  three  consecutive  trials. 

Teaching  Procedure 

The  terminal  objective  of  Phases  I  and  II  were  baselined  before 
instruction  commenced.    If  the  baseline  measure  indicated  that  the 
student  lacked  the  skill,  the  subobjectives  of  the  Phase  (Steps  1 
and  2)  were  baselined.    The  students  were  only  taught  the  terminal 
objectives  and  subobjectives  they  failed. 

Phase  I;    T  says,  "Tell  me  the  names  of  all  the  people  in 
your  family,  S."   T  says  "Thank  you"  regardless  of  S's 
response,  and'lrdcords  the  response  as  "♦"  or  "-"  on"the 
data  sheet. 

Phase  II;    T  says,  "Tell  me  the  name  of  your  father/mother/ 
brother (?)/sister (s) ,  S,"   T  says  "Thank  you'*  regardless 
ana  records  a  "♦»'  or  "^'  on"*the  data  sheet  for  each  possible 
response. 

Phase  I;    Teaching  Family  Members 


Teaching  Steps; 


Step  1  -  Visual  and  Verbal  Cue;    In  the  presence  of  the 
labeled  pictures  of  S^'s  family,  T  points  to  the  picture 
and  says,  "This  is  your  family.  "This  is  your  father/ 

mother/brother/sister .   His/Her  name  is   ^.  Wliat 

is  his/her  name?*' 

a.  Correct  response  -  verbal  praise  from  T. 

b.  Incorrect  response  -  T  points  to  the  picture  and 
says,  "No,  3,  his/her'~nane  is  (model's  response). 
What  is  hisTlier  name?"   T  models  correct  response 
until     imitates  the  response. 

Step  2  -  Visual  Cue;    In  the  presence  of  the  labeled  pictures, 
T  says,  "Tell  me  the  names  of  all  the  people  in  your 
Family,  S." 

a.    Correct  response (s)  -  verbal  praise  from  T. 

bl .  Incorrect  response  (omission  of  name)  -  T  points  to 
the  picture  and  says,  "Another  person  in'^your  family 
is  (model's  response).   What  is  his/her  name?" 

1)  Correct  response  -  T  says,  "That's  better." 

2)  Incorrect  response  ^  T  models  correct  response 
until  £  imitates  the  Fesponse. 

b2.  Incorrect  response  (substitution  or  addition  of  name)  - 
T  says,  "No,  S,  ^......^^  is  not  a  person  in  your 

Family,"  and  rnstructs  S  to  continue  naming  the 
other  persons,  if  necessary. 

Step  3  -  Terminal  Objective:    When  S  can  correctly  state  the 
names  of  all  the  people  in  his  oF  her  family  on  three 
consecutive  trials,  the  pictures  are  removed.    Follow  the 
same  procedures  as  in  Phase  I  -  Step  2  above  without 
visual  cues. 

Phase  I';    Teaching  Family  Relet ionsthips 

Rebaseline:    T  says,  "Tell  mo  the  name(s)  of  your  fat her /mot her/ 
brother(s)'/'sister (s) ,  S."   T  says  "Thank  you"  regardless  of 
S's  response,  and  records  tlTe  response  "♦"  or  "-"  on  the 
Sata  sheet. 

Teaching  Steps; 

Step  ^  -  Visual  and  Vyb»^  Cue:  In  the  presence  of  the 
""lat  eled  pictures  of  S's  family,  T  points  to  the  picture 

and  says,  "This  is  your  father/mother /brother (s )/sister (s^ . 

Pis/Her  father *5/mother*s7brother*s/ sister's  name  is 
.    Tell  me  the  name  of  your  fatherTwbther/ 

brother (s) /sister (s),  S." 
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a.  Correct  response  *  verbal  praise  from  T. 

b.  Incorrect  response  -  T  points  to  the  picture  and  >' 
says,  "No,  S,  your  father ' s/n>other ' s/brother ' s/ 
3ister*s  naie  is  (model's  response).    Teil  me  the  name 
of  your  father /mot her/ brother ( sITsis t er (s ) . " 

Step  2  -  Visual  Cue;  In  the  presence  of  the  labeled  pictures, 
T  says,  "Tell  me  the  name  of  your  father/mother/brother(s)/ 
?ister(s),  S."  e— 

a.    Correct  response (s)  -  verbal  praise  from  T. 

bl.  Incorrect  response  (omission  of  name)  -  T  points  to  the 
picture  and  says,  "Another  brother/ sister  is  (model's 
response).    What  is  his/her  name?** 

1)  Correct  response  -  T  says,  "That*s  better.** 

2)  Incorrect  response  r  t  models  correct  response 
until  £  imitates  the  response. 

b2.  Incorrect  response  (substitution  or  addition  of  name)  - 

T  says,  "No,  S,    is  not  the  name  of  your  father/ 

iab ther/brot her/ s is  t er . "  and  instructs  S  to  continue 
naming  the  other  persons,  if  necessary? 

Step  3  -  Terminal  Objective?    When  S  can  correctly  state  the 
names  oi  all  the  people  in  his  or  her  family,  when  given 
the  relationship,  on  three  consecutive  trials,  the  pictures 
are  removed.   Follow  the  same  procedures  as  in  Phase  II, 
Step  2  above,  without  visual  cues. 

Generalisation  to  General  Family; 

This  measure  was  utilized  to  assess  if  the  students  had  learned 
general  family  relationships  through:    learning  their  own  family 
relations;  observing  the  other  students   learning  theirs;  and  being 
informally  asked  to  discrirtinate  other  students*  father,  mother, 
sister(s),  brother(s)  during  instruction  sessions.   The  measures 
were  taken  prior  to  all  instruction  and  after  completion  of  Part  II. 

T  presented  a  picture  of  an  unfamiliar  family  and  said,  *'This 
is  the  girl* s/boy*s  family."    "Where  is  his/her  father/mother/ 
brother(s)/sister(s).  S?"   T  says  "Thank  you"  regardless  oi  the 
response  and  records  a"""*"  Tor  a  correct  respons^^and  a  "-"  for  an 
incorrect  response.  ^ 

Results  and  Discussion: 

The  results  of  the  baseline  data  indicated  (See  Table  7)  that 
the  students  could  not  name  all  of  the  members  of  their  families 
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(Phase  I  -  Terminal  Objective)  and  the  majority  could  not  state 
family  relationships  (Phase  XI  >  Terminal  Objective).    Further  base- 
lining  of  the  subobjectives  of  Phase  X  indicated  that  all  students 
could  name  their  family  members  given  a  visual  and  verbal  cue  and 
three  out  of  seven  students  (S4,  S^,  S7)  could  name  them  when  given 
only  a  visual  cue.    (See  Table  7  on  following  pages) 

The  four  studonts  (S^,  S;2»  S3,  85)  who  could  not  name  family 
members  when  given  only  a  visual  cue~were  taught  this  skill 
antecedent  to  rebaselining  the  terminal  objective  of  Phase  I. 
Tlie  other  students  (S4,      and  S7)  were  rebaselined  on  the  terminal 
objective  of  Phase  llrndlf  necessary  taught  it.    The  results  of  the 
rebaseline  of  the  terminal  objec:cive  of  Phase  I  indicated  that  three 
out  of  Che  four  students  (S;;,  S3,  S5)  who  had  been  taught  to  name 
family  members  with  a  visual  cue  tKen  met  criterion  on  the  terminal 
objective  (the  skill  had  transferred)  and  only  one  of  these  students 
(Si)  had  to  be  taught  the  terminal  objective.    It  is  noteworthy 
tFat  when  Si,  S^,  S3,  S4,  S5,  Se  were  rebaselined  on  Part  XI,  that 
their  knowTedge  oftamlly  relaTions  was  improved,  i.e.,  their  percent 
of  correct  responses  increased  (See  Comparison  A).    In  fact,  three 
students  (S;2,  S3,  S^)  met  criterion.    As  the  table  indicates,  all 
students  have  not  completed  Phase  II  (Si,  S3,  S7).    This  is  due  to 
lack  of  time.  "  "* 

The  pre-test  measures  on  knowledge  of  general  family  relations 
indicated  that  three  of  the  seven  students  (S;;,  Se,  S7)  had  this 
skill  before  entering  the  program.    The  two  students  (S4  and  S3) 
who  did  not  demonstrate  that  they  had  this  skill  when  they  entered 
the  program,  upon  completion  of  the  program  had  100%  correct  on 
the  post-test  measure.    The  students  (3^  and  S^)  who  knew  family 
relations  before  entering  the  program  and  who  completed  the  program 
had  100%  correct  on  the  post-test  measure.   Those  students  who  have 
not  yet  completed  the  family  members  and  relationships  program 
(£l*  S3  and  S7)  have  not  been  post  tested  on  general  family  relations. 


B.    Family  Roles 

(to  be  implemented) 

The  family  roles  program  will  teach  the  students  the  roles  of 
family  members  in  relation  to  activities  (sharing,  cooperating, 
playing,  working)  which  are  associated  with  family  life.    The  program 
will  be  divided  into  two  phases:    I)  teaching  the  students  to 
discriminate  and  label  activities  families  do  together;  and  II) 
4|ec^ching  the  students  the  roles  of  individual  family  members  in 
relation  to  the  activities  taught  in  Phase  I. 
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VI.    SOCIAL  INTERACTIONS 

(to  be  implemented) 

The  purpose  of  the  social  interactions  program  is  to  teach  the 
students  to  initiate  and  receive  verbal  and  physical  social  inter- 
actions which  are  appropriate  to  sex,  age,  and  place.  Prerequisite 
to  learning  appropriate  social  interactions  the  students  have  to 
know  sex  and  age  distinctions  to  facilitate  them  making  differential 
social  interactions  on  the  basis  of  age  and  sex.    Severely  handicapped 
individuals  often  fail  to  engage  in  appropriate  social  interactions 
because  they  lack  the  requisite  skills  of  initiating,  sustaining 
(e.g.,  playing  games,  conversation,  dancing,  reading,  talking)  and 
ending  an  interaction.    The  program  will  emphasize  building  in  these 
positive  behaviors  rather  than  merely  decelerating  inappropriate 
behaviors . 

The  program  will  be  divided  into  three  phases:    1)  teaching 
appropriate  initiation,  sustaining  and  ending  a  selected  interaction 
with  peers,  adults  and  young  children;  2)  teaching  the  students  to 
reject  or  accept  (if  accept,  to  sustain  and  end)  appropriate  inter- 
actions with  peers,  adults  and  young  children;  and  3)  teaching  the 
students  to  appropriately  and  effectively  reject  inappropriate 
physical  or  verbal  interactions  initiated  by  peers,  adults,  or 
young  children. 

Due  to  the  nature  of  the  skills  they  will  be  taught  through 
role  playing.   Measurement  of  the  attainment  of  the  behavioral 
objectives  and  generalization  to  untaught  situations  will  be  taken 
subsequent  to  each  instructional  role  playing  session.    In  the  role 
playing  sessions  appropriate  initiating,  receiving,  sustaining  and 
ending  routines  will  be  modeled  for  the  students.    The  students  will 
then  be  asked  to  imitate  the  model  and  if  necessary  prompted  through 
the  correct  /.'esponse  sequence.    In  the  measurement  section  the 
students  will  be  given  a  cue  to  respond  and  their  behavior  measured 
as  they  go  through  the  response  sequence. 


VII.    SOCIAL  MANNERS 

(to  be  implemented) 

The  purpose  of  the  social  manners  component  of  xhe  family-life 
curriculum  is  to  teach  the  students  socially  appropriate  dressing, 
walking,  sitting,  and  general  posturing.    The  basic  notion  underlying 
the  program  is  that  teaching  the  students  appropriate  hand  placement, 
dross,  and  posturing  will  facilitate  the  deceleration  of  such 
behaviors  as  hands  on  genitals,  unbuttoning  of  blouses  in  public, 
and  unwittenly  suggestive  posture.    Prerequisites  for  the  social 
manners  program  at>e  mastery  of  dressing  skills  (e.g.,  zipping, 
snapping,  tucking  in)  and  of  the  body  parts  program. 
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Due  to  differences  in  clothing,  posture  and  walk  requirements, 
separate  programs  will  be  designed  for  male  and  female  students. 
The  skills  will   be  taught  through  role  playing  with  measurement 
after  each  instructional  session. 


VIII.    GENERAL  DISCUSSION 

An  empirically  based  family-life  curriculum  designed  to  meet 
the  immediate  needs  of  the  severely  handicapped  students  involved 
was  successfully. initiated.    The  results  (as  described  above  in 
the  bodily  distinctions,  self -care  and  family  sections)  indicated 
that  all  the  students  learned  several  rudimentary  family-life 
skills,  i.e.,  discriminating  and  labe.!ing  body  parts  including 
genitals  (Table  2)  using  mouthwash  (Table  5),  and  labeling  family 
members  with  a  visual  cue  (Table  7);  these  skills  form  the  basis 
for  more  complex  skills,  i.e.,  sex  distinctions  with  and  without 
clothing  (Tables  2  and  3),  use  of  sanitary  equipment  (Table  6), 
and  naming  specific  family  members  and  relationships  (Table  7) 
which  all  the  students  have  not  yet  learned. 

As  stated  in  the  rationale,  the  family-life  curriculum  was 
implemented  to  teach  students  more  appropriate  social  and  expressive 
language  alternatives  for  inappropriate  social  behaviors.  The 
programs  of  the  curriculum  implemented  thus  far  have  concentrated 
on  teaching  the  students  expressive  vocabulary  and  language  compre- 
hension which  will  be  built  upon  in  later  programs,  i.e.,  the 
students  will  have  to  know  how  to  label  body  parts  and  distinguish 
between  man-woman  and  boy-girl  as  a  prerequisite  to  learning  the 
skills  taught  in  the  social  manners  and  social  interactions  programs. 

The  data  indicated  some  generalization  of  the  skills  taught  to 
untaught  conditions.    For  example,  some  students*  abilities  to  label 
body  parts  on  unclothed  representational  figures  in  the  classroom 
generalized  to  real  people  in  a  shower  room  (Table  2)  and  same 
students'  abilities  to  label  and  make  sex  distinctions  on  unclothed 
representational  figures  in  the  classroom  generalized  to  real  people. 
Similarly,  there  was  generalization  from  specific  to  general  family 
relationships  (Table  7). 

The  data  alone  cannot  capture  all  of  the  dramatic  behavior 
changes  that  occurred  over  the  course  of  the  semester.    It  is 
interesting  to  note  that  recently  one  female  student,  whose  baseline 
data  had  indicated  a  severe  deficiency  in  expressive  vocabulary,  asked 
the  teacher  to  accompany  her  to  a  stall  in  the  girls*  bathroom  at 
recess.    After  entering  the  stall  the  girl  showed  the  teacher  her 
(the  girl*s)  first  pubic  hair  and  said,  *'See?   Pubic  hair,  to  grow. 
I  am  a  woman.**  Similarly,  after  being  taught  body  parts,  some 
students  were  informally  taught  hand  placements  and  gestures  that 
are  incompatible  wi  a  public  masturbation  and  suggestive  posture. 
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Parental  and  administrative  cooperation  were  crucial  in  the 
initial  implementation  stages  of  the  curriculum  and  parental  partici- 
pation was  essential  for  facilitating  generalization  of  many  of  the 
skills  taught  to  the  home  setting.    With  this  continued  cooperation, 
the  family-life  curriculum  will  be  further  designed  and  implemented 
in  the  summer  and  fall  of  this  year.    The  programs  have  been  and 
will  be  constantly  re-evaluated,  re-written  and  added  to  as  the 
students'  performance  data  dictates. 


IX.  RHFHRiiNCES 


A.  Overview 

Three  lists  of  references  for  use  in  conjunction  with  the  "Family- 
Life"  curriculum  have  been  compiled.    All  the  references  pertain  to 
issues  related  to  family  life  and  the  severely  handicapped.  The 
first  list  is  for  professionals.    This  list  covers  a  broad  range  of 
material  related  to  topics  of  potential  interest  to  professionals 
developing  a  family  life  curriculum  for  severely  handicapped  students. 
The  list  has  been  broken  into  sections  entitled:    issues  in  family- 
life  training;  general  proposed  instructional  methods;  physical 
and  biological  aspects;  self-care  skills;  legal  aspects;  working 
with  parents;  marriage  and  parenthood;  contraception,  sterilization, 
abortion  and  family  planning;  and  general  information.    The  second 
list  is  for  parents  of  severely  handicapped  children  and  contains 
references  on:    teaching  self-help  skills;  issues  in  sex  education; 
general  information  related  to  "Family- Life";  and  contraception, 
sterilization,  and  abortion.    The  third  list  is  for  students  (children). 
The  books  chosen  are  for  the  student  to  look  at  and  read  themselves 
or  for  parents  and  teachers  to  read  to  them.    The  students*  book 
list  contains  books  on:    the  body  and  how  it  grows;  human  and  animal 
families;  friends;  taking  care  of  oneself;  good  manners;  feelings; 
and  how  babies  are  made  and  born.    These  references  are  available 
in  the  local  public  libraries,  university  libraries  and  local 
bookstores. 


B.    References*  for  Professionals 

Issues  in  Family-Life  Training  for  the  Severely  Handicapped 

Balester,  R.  J.    Sex  education:    Fact  and  fancy.    Journal  of  Special 
Education,  1972,  S,  355-357. 

Bass,  M.    Sex  education  for  the  handicapped.    Family  Life  Coordinator, 
1964,  13. 


*The  selection  of  references  for  this  bibliography  is  ongoing.  All 
references  on  the  present  list  were  selected  from  American  Publications 
from  1960-1974, 
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Bass,  M.    Developing  communitj^  acc  ptance  of  sgx  education  for  the 
mentally  retarded.   t3ew  York:    Siecus,  1972. 

Bennet,  B.,  Vochell,  E.,  §  Vochell,  K.    Sex  education  for  EMR 
adolescent  girls:    An  evaluation  and  some  suggesstions.  The 
Journal  for  Special  Educators  of  the  Mentally  Retarded,  VSTZ, 
9(1),  5-7. 

Blacklidge,  V.    Sex  education  for  the  mentally  retarded.    San  Leandro, 
Cal . :   Mental  Retardation  Service,  1968. 

Blom,  G.  E.    Some  considerations  about  the  neglect  o^  sex  education 
in  special  education.    Journal  of  Special  Education,  1972, 
5,  559-361.   

Bloom,  J.  L.   Sex  education  for  handicapped  adolescents.   Journal  of 
School  Health,  1969,  39,  363-367. 

Burt,  J.,  ft  Brewer,  L.    Education  and  sexuality.    -  .iladelphia:    W.  B. 
Saunders,  1971. 

Child  Study  Association  of  Americi/.    Sex  education  and  the  new 
morality.    New  York:    New  York  Child  Study  Assoc.,  1967. 
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X.  APPENDIXES 


Appendix  A 
Parental  Interactions 

Family-Life  Skills 

The  following  is  an  outline  of  the  topics  to  be  covered,  beginning 
during  the  Spring  Semester,  1974,  to  meet  the  present  needs  of  young 
adolescent  handicapped  students,  as  determined  by  their  teachers  and 
parents . 

A.  Body  Parts 

1.  Recognizing  and  naming  basic  body  parts  (a  list  is  attached) 

2.  Distinctions  between  sexes 

a.  Boy-Girl 

b.  Man-Woman 

3.  Bodily  changes  related  to  growth 

a.  Hair 

b.  Size  of  organs 

c .  Height 

d.  Weight 

B.  Self-Care  Skills 

1.  Basic  grooming  skills  (a  list  is  attached) 

2.  Care  of  bodily  functions 

3.  Basic  dressing  skills  (a  list  is  attached) 

C.  Social  Manners 
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1.  Female 

a.  Type  of  dress 

b.  Positioning  of  clothing  (dress  down,  blouse  buttoned,  etc.) 

c.  Appropriate: 

1)  Sitting 

2)  Standing 

3)  Walking 

4)  Bending 

5)  iiand  placonent 

2.  Male 

a.  Positioning  of  clothing  (zipper  zipped) 

b.  Appropriate: 

1)  Sitting 

2)  Standing 

3)  Walking 

4)  Hand  placement 

D.  Appropriate  Social  Interactions  With  Persons  of  the  Same  and 
Opposite  Sex 

1.  Conversations  with  different  people  in  different  situations 

a.  With  peer;  friends  (same  and  opposite  sex) 

1)  In  class 

2)  Out  of  class,  in  school 

3)  Out  of  school 

b.  With  adults 

1)  In  class 

2)  Out  of  class,  in  school 

3)  At  home 

4)  In  community 

c.  With  lower -age  children 

1)  In  school 

2)  At  home 

3)  In  community 

2.  Physical  contact  appropriate  to  time,  place,  age  and  sex 

a.  Shaking  hands 

b.  Itolding  hands 

c.  Patting  on  the  back 

d.  Hugging 

e.  Kissing 

f.  Touching 

g.  Necking 

h.  Petting 

E.  Family  Life 

1.    What  is  a  family? 
a.    In  general 

1)    Familiar  animal  families 
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2)    Human  families  i 

a)  Father 

b)  Mother 

c)  Children 

b.   Each  child's  specific  family 

2.    Responsibilities  of  family  life 

a.  Sharing 

b.  Helping 

c .  Cooperating 

F.    ik>dy  Parts 


1. 

Head 

16. 

Breasts 

2. 

Hair  (on  head) 

17. 

Nipples 

3. 

Eyes 

18. 

Stomach 

4. 

Nose 

19. 

Pubic  hair 

5. 

Mouth 

20. 

Navel 

6. 

Ears 

21. 

Penis 

7. 

Neck 

22. 

Vagina 

8. 

Shoulders 

23. 

Crotch 

9. 

Back 

24. 

Buttocks 

10. 

Arms 

25. 

Legs 

11. 

Elbows 

26. 

Knees 

12. 

Wrists 

27. 

Ankles 

13. 

Hands 

28. 

Foot  (feet) 

14. 

Fingers 

29. 

.Toes 

15. 

Chest 

G.    Basic  Grooming  Skills 

1.  Brushing  hair 

2.  Parting  liair 

3.  Washing  hairbrush 

4.  Washing  hair 

5.  Setting  hair 

6.  Styling  hair 

7.  Brushing  teeth 

8.  Using  mouthwash 

9.  Treatment  of  acne 

10.  Washing  face  and  neck  area 

11.  Washing  hands 

12.  Using  hand  cream  and  body  lotion 

13.  Cleaning  under  fingernails 

14.  Clipping  fingernails 

15.  Filing  fingernails 

16.  Cleaning  ears 

17.  Washing  underarm  area 

18.  Using  deodorant 

19.  Washing  feet 

20.  Cleaning  toenails 
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21.  Clipping  toenails 

22.  Washing  all  critical  areas  with  a  washcloth  at  the  sink 

23.  Taking  a  bath 

24.  Taking  a  shower 

25.  Shaving  face  (males) 

26.  Shaving  underarms  (females) 

27.  Shaving  legs  (females) 

28.  Menstrual  hygiene 

a.  Using  sanitary  equipment 

b.  Cleansing  genitalia 

Basic  Dressing  Skills 

1.  *  Zipping  zippers 

2.  Snapping  snaps 

3.  Buttoning  buttons 

4.  Hooking  hooks  and  eyes 

5.  Tieing  ties  (on  clothes) 

6.  Buckling  buckles 

7.  Putting  on  a  garment  which  opens  down  the  front 

8.  Putting  on  a  garment  over  the  head 

9.  Putting  on  pants 

10.  Putting  on  socks 

11.  Putting  on  pantyhose  or  tights 

12.  Putting  on  shoes 

13.  Tieing  shoes 

14.  Lacing  laces 

15.  Straightening  own  clothes  after  they  are  on  and/or  messed 

16.  Matching  colors 

17.  Matching  figures 

18.  ^fatching  types  of  clothes  together 

19.  Fitting  clothes  (too  large,  too  small) 

20.  Dressing  appropriately  for  specific  environment  (school, 
play,  work) 

21.  Dressing  appropriately  for  different  weather  conditions. 


Parent  Conference  Report 


Person (s)  Attending  Conference 


Date  of  Conference 


1.  Have  you  talked  to  your  child  about: 

a.  Body  parts  (with  appropriate  names  for  genitals)? 

b.  Self-care  skills  (including  menstrual  hygiene  for  girls)? 

c.  Acting  "like  a  lady  (or  gentleman)?*' 

d.  Verbal  and  physical  contact  with  others? 

e.  Family  life? 

f.  How  babies  are  really  made? 

2.  In  reference  to  tH,  what  skills  do  you  know  your  child  has  already 
acquired? 

3.  Wliat  additional  skills  do  you  think  your  child  should  acquire? 

4.  Discuss  needs  (if  any,  in  this  area)  presently  existing  in  the 
school  environment. 

5.  How  are  present  needs  being  handled  in  school?   Also,  discuss 
possible  methods  of  handling  these  needs  in  the  future. 

6.  What  needs  (in  this  area)  are  presently  existing  in  the  home 
environment?  ' 

7.  How  are  present  needs  being  handled  in  the  home?   Also,  discuss 
possible  methods  of  handling  these  needs  in  the  future. 

8.  Discuss  the  need  for  cooperation  between  home  and  school,  for 
consistancy  and  generalization. 

9.  What  kind  of  future  living  environment  do  you  presently  foresee 
for  your  child? 
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Appendix  B 

Sample  Data  Sheets  and  Graph 

The  same  data  sheet  format  was  used  across  instructional 
pi'ugrams.   The  students*  names  were  listed  along  the  perimeter 
perpendicular  to  the  vertical  axis  and  the  responses  to  be  scored 
were  listed  along  the  perimeter  perpendicular  to  the  horizontal 
axis.   Thus,  in  the  body  parts  program  the  body  parts  being  taught 
were  listed  perpendicular  to  the  horizontal  axis;  in  the  mouthwash 
program  the  responses  were  listed  in  sequence  perpendicular  to  the 
horizontal  axis,  etc.   To  illustrate,  sample  data  sheets  from  the 
body  parts  and  mouthwash  program  follow. 


Sample  Body  Parts  Data  Sheet 


student 

head  1 

hair  1 

eye  1 

nose  1 

mouth  1 

neck  1 

shoulder  | 

back  1 

arm  | 

elbow  1 

wrist  1 

hand  1 

finger  1 

chest  1 

nipple  1 

Total 
correct 

Percent 
correct 

Si 

♦ 

♦ 

IS 

S2 

S3 

S4 

b> 

S6 

S7 
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Sample  Mouthwash  Data  Sheet 


Student 

Take  Cap  Off 
Bottle 

Pour  ^fouthwash 
into  Cap 

Pour  Mouthwash 
into  Cup 

Put  Cap  On 
Bottle 

Pour  Mouthwash 
into  Mouth 

Swish  Around 

Spit  into  Sink 

Total  Correct 

Total  Correct 
in  Sequence 

Percent  Correct 
in  Sequence 

♦ 

♦ 

♦ 

♦ 

6 

3 

41% 

S3 

s$ 

So 

f 
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Sample  Graph  -  Body  Parts 


•  »  Phase  X  O"  Phase  III 
▲  »  Phase  II  As  Phase  IV 


• 


Is: 
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a>a> 

1  (A 

CO  CO 

ch 

as 

SI 

ea 

Ph 

H 

QQ«  OCU  ^C- 


o 

a 

OS 


u 
u 
o 

o 


30 
28 

26 
24 

22 
20 
18 
16 
14 
12 
10 
8 
6 

4 

2 


AO) 


or  Phasies  I  and  II 


Criterion  ioif  Phaseis  III  and  IV 


t  ■  I 


1    2    3    4  5 


10 

Trials 


15 


I 
I 
I 
I 
I 

1  ' 
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Appendix  C 

Sex  Distinctions  With  Clothes  -  Distinctive  Apparel  List 


Men 


Women 


suit 
tie 

hat  and/or  cap 
shoes 
swim  suit 
coat 

moustache 
beard 
long  hair 
medium  hair 
short  hair 


short  or  long  dress 
short  or  long  skirt 
ruffled  blouse  or  dress 
sleeveless  blouse  or  dress 
long  coat 
nylons 

high-heeled  shoes  or  boots 

purse 

earrings 

necklace 

bracelet 

barrette  or  hair  ribbon 

2-piece  swim  suit 

lipstick 

long  hair 

medium  hair 

short  hair 


Boys 

suit 
tie 

hat  Ox  cap 

shoes 

coat 

swim  suit 
long  hair 
medium  hair 
short  hair 


Girls 

long  or  short  dress 

long  or  short  skirt 

xuffled  blouse  or  dress 

sleeveless  blouse  or  dress 

long  coat 

tights 

shoes 

purse 

necklace  or  bracelet 
barrette  or  hair  ribbon 
swim  suit 
long  hair 
medium  hair 
short  hair 


Appendix  D 

Self»Care  Skills  «  Domestic  Maintenance  and  Cooking  Skills  Lists 


Basic  Domestic  Maintenance  Skills 

1.  Cleaning  (polishing)  shoes 

2.  Washing  clothes  by  hand 

3.  Sorting  clothes  by  color  before  washing 

4.  Washing  clothes  by  a  washing  machine 

5.  Hanging  clothes  to  dry 

6.  Drying  clothes  in  a  dryer 

7.  Using  public  laundromat 

a.  Washer 

b.  Dryer 

8.  Folding  flat  clothes 

9.  Hanging  clothes  on  hangers  (blouses,  shirts,  oants) 

10.  Ironing  flat  clothes 

11.  Ironing  non-flat  clothes 

12.  Sewing  on  buttons 

13.  Mending  a  tear  in  a  seam  or  in  material 

14.  Darning  a  sock 

15.  Dusting  flat  and  non-flat  surfaces 

16.  Vacuuming  a  rug 

17.  Sweeping  a  floor,  using  dust  pan 

18.  Wet -mopping  a  floor 
10,   Making  a  bed 

a.   Changing  bed  linens 

20.  Doing  dishes 

a.  Clearing  table 

b.  Scraping  dishes 

c.  Washing,  rinsing  dishes 

d.  Drying  dishes 

e.  Putting  dishes  away 

21.  Setting  a  table 

22.  Using  table  tools  (spoon,  fork,  knife,  cup) 


Basic  Cooking  Skills 

1.  Using  a  can  opener  (hand) 

2.  Using  a  bottle  opener 

3.  Setting  stove  burners  to  proper  temperature 

4.  Setting  a  timer  on  an  oven 

5.  Setting  oven  temperatures 

6.  Preparing  simple  breakfasts 

a.  Toast  with  butter 

b.  Cold  cereal  with  milk 

c.  Toaster  waffle  with  butter  and  syrup 

d.  Toaster  french  toast  with  butter  and  syrup 

e.  Frozen  orange  juice 

f.  Fried  egg 

g.  Fried  bacon 
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7.  Preparing  simple  lunches 

a.  Sandwich  with  lunch  meat 

b.  Sandwich  with  cheese 

c.  Sandwich  with  filling  (egg  salad,  tuna  salad) 

d.  Fruit 

1)  Canned 

2)  Fresh 

e.  Milk 

f.  Canned  soup  (spaghetti,  ravioli,  etc.) 

g.  Packing  a  balanced  lunch  in  a  bag 

h.  Filling  a  thermos  bottle 

8.  Preparing  simple  dinners 

a.  TV  dinner 

b.  Canned  dinners  (beef  stew,  chili,  chop  suey,  beans  *n  franks,  etc.) 

c.  Canned  vegetable 

d.  Lettuce  salad 

e.  Instant  mix  dessert  (pudding,  jello) 

9.  Reading  simple  instructions  on  packages  and  cans 

a.  Temperature 

b.  Added  ingredients 

c.  fk)w  long  to  cook 

10.  Using  measuring  utensils 

11.  Choosine  appropriate  foods 

a.  Fattening  foods 

b.  Non- fattening  foods 
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TI-ACIIINC;  SliVI-kHLY  IIAiNDICAPPIii)  STUDENTS  TO  IISF.  THE  TELEPHONE 
TO  INITIATE  SELECTED  RECREATIONAL  ACTIVITIES  AND  TO 
RESPOND  APPROPRIATELY  TO  TELEPHONE  REQUESTS  TO 
ENGA(;E  IN  SKLECTI-D  RECREATIONAL  ACTIVITIES^ 


John  Nietupski  and  Wes  Williams 
Madison  Public  Schools  and  University  of  U'isconsin 


Individuals  labeled  "severely  handicapped"  are  so  classified 
because  of  substantial  iRipairinents  in  intellectual  and  adaptive 
functioning  (Sontag,  Burke,  ii  York,  1973).    Those  individuals 
typically  exhibit  siarked  deficits  in  academic,  motor,  self-help 
and  social  skills.    The  current  trend  in  providing  services  for 
severely  handicapped  individuals  is  away  from  large  institutional 
settings  and  toward  semi -independent  community  based  living 
bituations.    Vocational  training  and  placement  of  these  individuals 
in  sheltered  workshop  settings  are  essential  components  of  many 
community  based  service  models.    Practitioners  in  the  field  must 
be  concerned  with  providing  severely  handicapped  individuals  with 
skills  that  will  facilitate  successful  functioning  in  these  situations. 

Currently,  practitioners  are  developing  procedures  for  teaching, 
severely  handicapped  individuals  academic,  self-help,  and  motor 
skills  (Brown.  Bellamy,  fi  Sontag,  1971;  Brown  fi  Sontag,  1972;  Brotvn, 
ScliouoiiVian,  Cartwright,  f,  York,  1973;  Brown,  Williams,  Crowner, 
1974;  Hamre,  1973;  Dmitrev,  1972;  Meyer,  Blassick,  f,  Roberts,  1973). 
In  addition,  researchers  such  as  Gold  (1972)  arc  developing  programs 
to  ecjuip  severely  handicapped  individuals  with  selected  yet  marketable 
vocational  skills.    However,  there  is  a  paucity  of  literature  dealing 
with  necessary  social  skills.    Seeley  (1971)  presents  a  cogent 
argument  for  the  necessity  of  developing  the  social  skills  of 
severely  handicapjKjd  individuals  based  uj^on  the  work  of  Goldstein 
(1964).    Goldstein's  research,  conducted  by  means  of  social/ vocational 
follow  up  studies,  indicated  that  the  social  behavior  iiSdequacies      f^^^f  Jelcffrio 
of  severely  handicapped  individuals  is  often  itechnical  skills.    That  4«th<iV'  tf«Ccth*n 
is,  although  many  of  these  individuals  could  successfully  perform       Sact<.« Hf\«u^ 
job  tasks,  termination  of  employment  was  often  the  result  of  their  S^dJ\c. 
inability  to  appropriately  interact  with  their  co-workers  or  employers.  0 

Since  it  would  not  be  })ossible  to  predict  and  prepare  students 
for  all  social  situations  they  might  encounter,  Seeley  suggests  that 
severely  handicapped  individuals  be  taught  problem  solving  strategics 


This  paper  was  supported  in  part  by  Grant  Ito.  OEG-0-73-6137  to 
the  University  of  Wisconsin -Madison  from  the  Department  of  HEW, 
Bureau  of  Education  for  the  Handicapped,  Division  of  Training 
Programs,  Washington,  D.C. 
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for  dealing  witii  classes  of  ])Otcntiul  social  situations.  This 
position  ir.iplies  that  in  order  to  facilitate  ftinctioniii,^  in  community 
based  living  situationSi  severely  handicapped  individuals  should  be 
equipped  with  social  problem  solving  strate^tics. 

The  purpos'*  nf  this  ])rogram  is  to  delineate  a  procc'uie  for 
teaching,  severely  handicapped  individuals  skills  necessary  to 
appropriately  interact  with  peers  via  tire  telephone.    Tliat  is,  to 
initiate  and  receive  requests  via  the  telephone  to  engage  in  selected 
recreational  activities.    Teaching  severely  handicapped  individuals 
skills  related  to  the  use  of  the  telephone  is  important,  not  only 
because  it  provides  a  means  of  communication  in  emergency  situations 
(e.g.,  fires,  accidents)  bui  also  because  it  is  an  important 
component  of  "normalization."    Tliat  is,  for  most  "normal"  individuals 
the  telephone  is  an  essential  mt* ^ns  of  comi^iunication  and  cofiimunity 
adaptation. 

Although  many  skills  taught  within  the  program  were  designed 
to  be  used  with  the  telephone,  social  skills  such  as  initiating  and 
receiving  requests  to  engage  in  social  interaction,  arc  applicable 
across  many  situations  (e.g.,  home,  school,  place  of  employment). 


Prerequisite  Skills 

Prior  to  instruction,  the  students  were  required  to  demonstrate 
selected  prerequisite  skills.    Tliose  skills  not  in  the  student's 
repertoire  were  taught  prior  to  instruction  on  tfie  proi»rain.  The 
prerequisite  skills  are  delineated  below: 

1.  Given  the  cue,  "Touch  (dial/finger  bar /cord/receiver/ 
e«ar  piece/ or  mouth  piece),"  the  students  will  tou'^h 
the  appropriate  telephone  part  on  three  consecutive 
occasions. 

2.  Given  the  cue,  "Uead  this,"  and  presented  \.'ith  cards 
bearing  t};c  printed  names  of  classmates  and  teachers 
(last  name  followed  by  first  name),  the  students  will 
correctly  label  eac!i  carcl  on  three  consecutive  occasions. 

3.  -   Given  the  cue,  "Find  (  ^)'s  name,"  ^;he  students  will 

touch  the  appropriate  name  of  each  of  his/her  classmates 
and  teachers  on  his/her  personal  directory  (See  Appendix  A) 
on  tlirce  consecutive  o<  ^asions. 

4^    Given  the  cue,  "Dial  this  number,"  and  presented  with 
a  card  bearing  a  7  digit  telephone  number,  the  students 
will  correctly  dial  4  different  telephone  numbers  on 
three  consecutive  occasions. 
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Task  Analysis 


Task  analysis  involves  operationally  dcfininj;  the  terminal 
objective  of  a  particular  task,  breaking  that  task  into  subobjcctivcs 
(components)  and  then  arranging  those  components  in  a  sequence  in 
such  a  way  that:    "mastery  of  objectives  lower  in  the  hierarchy 
(simpler  tasks)  facilitate  .'earning  of  higher  objectives  (more 
complex  tasks)"  (Resnick,  Wang  and  Kaplan,  1973,  p.  680). 

A  precise  task  analysis  facilitates  the  determination  of 
prerequisite  skills,  i.e.,  skills  that  the  students  need  prior  to 
instruction  on  the  skills  delineated  in  the  task  analysis.    It  also 
facilitates  the  development  of  measures  which  can  be  used  to  assess 
tvhich  skills  required  by  the  task  analysis  a  student  can  perform. 
That  is,  the  students  were  only  taught  the  subobjectives  they  did 
not  perform  during  baseline  measures. 

The  following  are  task  analyses  of  the  skills  required  in 
Phases  I,  XI,  HI  and  IV: 

Phase  I;    Teaching  students  to  use  the  telephone  to  invite 
classmaTes  and  teachers  to  engage  in  selected  recreational 
activities  at  tlie  home  of  the  caller  at  specif ieti  times' 
when  tlie  target  person'^  answers  the  telephone  and  either 
accepts  or  declines  the  invitation. 

More  specifically,  when  given  a  cue  by  a  teacher  to  arrange 
for  a  recreational  interaction,  the  student  should  perform 
the  following  series  of  skills: 

1.  Given  a  personal  directory,  students  should  locate 
the  name  and  telephone  number  of  a  target  person. 

2.  TIic  student  should  lift  the  receiver. 

3.  The  student  should  dial  the  appropriate  telephone 
number. 

4.  The  student  should  greet  the  person  who  answers 
with  "Hello"  or  "Hi." 

5.  The  student  should  request  the  target  person  by 
saying,  "May  I  speak  to  (name  of  target  person) ?'* 

6.  The  student  should  identify  him/hersclf  with, 
"This  is  (own  name)." 


2  Tlie  target  person  is  the  person  the  student  wishes  to  ask  to 
engage  m  an  activity. 


7.  Tlie  student  should  make  a  request  for  the  tarjiet 
j^crson  to  enrage  in  the  recreational  activity  at 
the  student's  liomc  and  at  a  specified  time  by 
saying,  •'Can  you  (watch  T.W)  at  r.iy  liouse  at 
(6:30)?"3 

8.  The  student  should  respond  appropriately  to  the 
target  person's  answer  by  giving  a  pro])cr  closing 
routine,  i.e. , 

If  the  target  person  accepts  the  invitation, 
the  student  must  say  something  indicating  that 
the  invitation  had  been  accepted  (e.g.,  "See 
you  then.    Goodbye,"  or  "nood,  see  you  there. 
(Joodhye."). 

If  the  target  person  declines  the  invitation, 
the  student  nust  say  something  indicating  that 
an  invitation  had  been  declined  (e.g.,  "Sorry," 
"Maybe  next  time.    Goodbye."  or  "Too  bad. 
Goodbye."). 

9.  The  student  should  hang  up  the  receiver • 

10.    Tlie  student  should  respond  correctly  wJien  the  teacher 
asks,  "Can  (target  person)  come  over?" 

Phase  II:    Teaching  students  to  use  the  telephone  to  invite 
classmates  and  teachers  to  engage  in  selected  recreational 
activities  at  the  liome  of  the  caller  at  specified  times 
when  a  non»target  person^  answers  the  telephone  but  the 
target  ]>erson  is  available  and  accepts  or  declines  the 
invitation. 

More  specifically,  when  given  the  cue  i)y  a  teacher  to 
arrange  for  a  recreational  interaction,  t!ie  student  should 
perform  the  following  series  of  skills. 

1.  Given  a  personal  directory,  students  should  locate 
the  name  and  telepJionc  number  of  the  target  person. 

2.  The  student  should  lift  the  receiver. 

r>.    The  student  should  dial  the  telephone  number  of 
the  target  person. 


3  Times:    Times  were  on  the  hour  and  the  half-hour  and  chosen  to 
reflect  typical  tines  the  activities  (e.g.,  dinner    6:30,  sleep  over 
U:00)  take  place. 

^  A  non-target  person  is  any  person  other  than  the  target  person  who 
answers  the  telephone. 


4. 


The  student  should  greet  the  person  who  answers 
with  "Hello"  or  "Hi." 


5.  The  student  should  request  the  target  person  by  saying, 
"May  I  spoak  to  (name  of  target  person)." 

6.  The  student  should  identify  him/herself  with,  "This 
is  (own  name)." 

7.  Tlic  student  should  wait  until  tiie  target  person  says 
"Hello." 

8.  The  student  should  identify  him/hersalf  to  the 
target  person  with,  "This  is  (own  name)." 

9.  The  student  should  make  a  request  for  the  target 
person  to  engage  in  an  activity  at  the  student's 
home  at  a  specified  time  (e.g.,  "Can  you  (activity) 
at  ray  house  at  (specified  time)?"). 

10.  The  student  should  respond  appropriately  to  the 
target  person's  answer  by  giving  a  proper  closing 
routine,  i.e.. 

If  the  target  person  accepts  the  invitation,  the 
student  must  say  something  indicating  the 
target  person  accepted  the  invitation  (e.g., 
"See  you  then.    Goodbye."  or  "Good,  see  you 
there.  Goodbye."). 

If  the  target  person  declines  the  invitation, 
the  student  must  say  something  indicating  that 
an  invitation  has  been  declined  (e.g.,  "Sorry, 
maybe  next  time."  or  "Too  bad.  Goodbye."). 

11.  Tlie  student  should  hang  up  the  receiver. 

12.  The  student  should  respond  correctly  when  the 
teacher  asks,  "Can  (target  person)  come  over?" 

Phase  III;    Teaching  students  to  use  the  telephone  to  invito 
classmates  and  teachers  to  engage  in  six  recreational 
activities  at  the  home  of  the  caller  at  specified  times 
when  the  conditions  of  Phases  I  (target  person  answers) 
and  II  (non" target  person  answers)  with  the  target  person 
accepting  or  declining  the  invitations  are  randomly 
presented. 

The  response  chains  the  students  were  required  to  perform 
were  identical  to  the  response  chains  delineated  in  Phases  I 
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and  II.    Certain  activities^  were  always  paired  with  the 
target  person  answerinj?,  while  other  activities  were  always 
paired  with  a  non-target  person  answerinp. 

Phase  IV:    Teachinr.  students  to  properly  receive,  accept  or 
decline  Tavitations  via  the  telephone  to  en^^ape  in  selected 
recreational  activities. 

:iore  specifically,  Riven  the  situation  where  the  telephone 
rings  in  a  student's  presence: 

1.  The  student  should  pick  up  the  receiver. 

2.  The  student  should  give  a  proper  greeting  by  saying 
"Hello"  or  "Hi." 

3.  After  the  caller  says,  "Hello,  may  I  speak  to 
(student)?    This  is  (caller),"  the  student  should 
identify  him/herself  to  the  caller  ]>y  saying, 
"This  is  (own  name) . " 

4.  After  the  caller  asks  the  student  to  engage  in  a 
selected  recreational  activity  at  his/her  house  at 
a  selected  time,  the  student  should  request  the 
caller  to  wait  while  he/she  asks  permission  by 
saying,  "Please  wait"  or  "I  will  ask." 

5.  Tlie  student  should  report  to  the  control  figure^* 
(teacher)  in  another  part  of  the  room,  at  least  the 
activity  or  place  requested  and  correctly  answer 
the  control  figure's  questions  regarding  conditions 
of  the  request  the  student  did  not  report  (i.e., 
either  tine/place  or  time/activity).    If  the  student 
could  not  relate  to  the  control  figure,  one  or  more 
conditions  of  the  request,  it  was  permissible  for 
the  student  to  request  the  information  from  tlie 
caller. 

6.  The  student  should  report  to  the  caller  whether  or 
not  he/she  ca:j  accept  the  invitation  by  saying, 
"Yes"  "Yes,  I  can  come"  or  "No"  "No,  I  cannot  come." 

7.  The  student  should  give  the  proper  closing  routine 
(e.g.,  "Goodbye"). 

8.  The  student  should  hang  up  the  receiver. 


5  "Activity"  refers  to  the  skills  necessary  to  successfully  request 
someone  to  engage  in  an  activity.    See  "Activities"  section  for  the 
activities  taught  in  the  program. 

"Control  figure"  refers  to  the  person  who  has  control  over  \/hether 
or  not  the  student  can  engage  in  an  activity  outside  the  home  (usually 
a  narent).       T}»e  teacher  played  the  part  of  this  person  and  would 
direct  the  student  to  cither  accept  or  decline  an  invitation. 


^iethod 


Students  (Ss) 

The  7  Ss  ranfted  in  CA  from  12  to  16  years  and  in  IIA  from  4  to  7 
years.    AllHSs  were  enrolled  in  the  Madison  Public  Schoola  in  a  self- 
contained  classroom  within  a  school  for  severely  handicapped  students. 


Instructional  Setting  (See  Appendix  B  for  classroom  schema) 

Sotting  Phases  I- III;    Tlie  7  Ss  and  a  teacher  (T^)  were  seated 
around  a  rectangular  table  with  one  telephone.    A  room  divider 
was  placed  between  a  table  and  a  second  teacher  (T^). 
served  as  the  recipient  of  calls  and  held  another  telepllone 
such  that  Ss  could  not  see  l^.    The  instructional  session 
lasted  from  30-35  minutes  with  Ss  receiving  as  many  teaching 
trials  as  time  permitted.  ~ 

Setting  Phase  IV;    The  7  Ss  were  seated  around  a  rectangular 
table  with  one  telephone.    Tj  served  as  a  control  figure 
and  was  in  Ss»  sight  but  was  not  at  the  table.   A  room 
divider  was"placed  between  the  table  and  T2.    T2  functioned 
as  the  caller  and  hold  another  telephone  such  that  Ss 
could  not  see  T^.    The  instructional  session  lastedl50-35 
minutes  with  Ss  receiving  as  many  instructional  trials  as 
time  permitteH". 

Materials 

Tlie  materials  used  throughout  all  phases  included: 

1.  Personal  directories  with  the  names  (last  followed  b> 
first)  and  telephone  numbers  of  teachers  and  each  class 
member  (See  Appendix  A). 

2.  A  teletrainer  or  two  standard  desk  telephones  connected 
to  a  drycell  battery  (See  Appendix  C). 

3.  Data  sheets  (See  Appendix  D). 

4.  Graphs  (See  Appendix  U). 

5.  A  room  divider. 


Activities  (Act.) 

The  activities  used  in  the  program  were  as  follows: 
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PHase  I;       Activity  1:    eating  dinner 

Activity  2:    sleeping  overnight 
Activity  3:    watching  T.V. 

Phase  II;     Activity  4:    going  for  a  walk 

Activity  5:    listening  to  records 
Activity  0:    playing  cards 

Phases  III  f,  IV;    Activities  1-6. 
Program  Design 

The  program  employed  a  test-teach  design  througlioiit .    That  is, 
the  terminal  objective  for  each  phase  was  pre- tested  and  if  necessary 
taught  to  criterion. 

In  addition,  a  Multiplc-Time-Series  design  (Campbell  'u  Stanley, 
rjo3)  was  utilised  in  an  attempt  to  measure  the  acquiyition  of 
learning  sets  and  maintenance  of  criterion  perfornance  on  Activities  1, 
2  and  3  taught  within  Tliase  I."    According  to  Campbell  and  Stanley: 

"The  essence  c  *  a  time-series  design  is  the  presence  of  a 
periodic  measurement  ])rocess  on  some  group  or  individual 
and  the  introduction  of  an  experimental  change  into  this 
time-scries  of  measurement,  the  results  of  which  are 
indicated  by  a  discontinuity  in  the  measurements  recorded 
in  the  time-series."    (p.  37) 

Using  Campbell  and  Stanley's  notation,  this  desi-n  may  he  depicted 
as  follows;" 


"la  h          Olb  Ojc  Ojj 

"lla  ('lib           X2  Oiic  Ojiji 

^nia  On  lb  ojjj^  X3  oijjj 

Usinq  the  notation  of  this  program; 


White,  1973,  p.  83  defines  a  learning  set  as;    "The  resultant 
increase  in  the  facility  witli  which  new  but  related  discrimination 
problems  nay  be  solved  (i.e.,  new  but  related  discrimination 
paradigms  come  to  control  behavior  more  rapidly  than  preceding 
related  or  new  unrelated  discriminations).    It  is  said  that  the 
organism  "learns  to  learn." 

0  «  test  (observation);  X  «  instruction  (intervention). 


ERIC 


Pre-test     Teach     Ketest  1     Teach     Rotest  2     Teach     Kotest  5 


Act.  1 


Act.  1 


Act.  1 


Act.  1 


Act.  1 


Act.  2 


Act.  2 


Act.  2 


Act.  2 


Act.  2 


Act.  3 


Act.  3 


Act.  3 


Act.  3 


Act.  3 


This  design  lessens  the  probability  that  events  other  than 
instruction  (i.e.,  historical  events,  maturation,  instrumentation, 
tfistinf»,  regression,  and  interaction  of  testing  and  treatment)  will 
doternine  the  program  results.^    In  addition,  it  yields  information 
on  the  acquisition  of  learning  sets  and  on  the  long  and  short  term 
maintenance  of  Activities  1,  2  and  3.    Savings  in  trials  to  criterion 
across  instructional  sejnnents  and/or  an  increase  in  the  number  of 
correct  responses  across  tests  would  suggest  that  learning  sets  were 
acquired.    Maintenance  is  demonstrated  by  a  continuing  correct 
performance  on  retest(s)  of  an  activity. 

In  this  program  measures  of  short  term  and  long  term  maintenance 
were  obtained.    Short  term  maintenance  was  measured  by  retesting  an 
activity  on  the  first  trial  after  instruction  to  criterion.    That  is, 
short  term  maintenance  of  Activity  1  was  assessed  in  Ketest  ^'1, 
Activity  2  in  Retest  #2  and  Activity  3  in  Retest  #3.    Long  term 
maintenance  was  measured  by  retesting  an  activity  subsequent  to 
criterion  performance  on  another  activity.    Tliat  is,  long  term 
maintenance  of  Activity  1  was  assessed  in  Uctcst  #2  and  Retest  ^3, 
and  long  term  maintenance  of  Activity  2  was  assessed  in  Retest  #3. 


Instructional  Sequence 

The  skills  required  by  the  program  were  tested  and  taught  in 
the  following  sequence: 

1.  Tlie  skills  required  in  the  terminal  objective  of  Phase  I 
were  tested. 

2.  The  skills  required  in  the  terminal  objective  of  Phase  II 
were  tested. 

3.  The  skills  required  in  the  terminal  objective  of  Phase  III 
were  tested. 

4.  The  skills  required  in  Phase  I,  Activity  1  when  TP 
accepted  the  invitation  were  taught. 


^  See  Campbell  and  Stanley  (1903)  pp.  37-3*».  55-56  for  further 
information  on  time-series  and  multiple  time-series  designs. 


5.  The  skills  required  in  Phase  I,  Activities  1,  2  anU  3 
when  TP  accepted  the  invitation  were  retested. 

6.  The  skills  required  in  Phase  I,  Activity  2  when  TP 
accepted  the  invitation  were  taught. 

7c    The  skills  required  in  Phase  I,  Activities  1,  2  and  3 
when  TP  accepted  the  invitation  were  retested^ 

«.    The  skills  required  in  Phase  I,  Activity  3  wllfen  TP 
accepted  the  invitation  were  tauRht. 

9.    The  skills  required  in  Phase  I,  Activities  1,  2  and  3 
wiien  TP  accepted  the  invitation  were  retested. 

10.    The  skills  required  in  Phase  I,  Activities  1,  2  and  3 
when  TP  accepted  the  invitation  were  taught. 

U.    The  skills  required  in  Phase  I,  Activities  1,  2  and  3 
when  TP  declined  the  invitation  were  taught. 

12.    n»e  skills  required  in  Phase  I,  Activities  1,  2  and  3 
wiien  TP  accepted  or  declined  the  invitation  were  taught. 

15.    The  skills  required  in  Phase  II,  Activities  4,  5  and  6 
wiien  TP  accepted  or  declined  the  invitation  wer^  taught. 

14.  The  skills  required  in  Phase  III,  Activities  1-6  when 
TP  accepted  or  declined  the  invitation  were  taught. 

15.  The  terininc'.l  objective  of  Phase  IV  was  tested. 

lb.    The  skills  required  in  Phase  IV  when  £  received  and 
accepted  the  invitation  were  taught. 

17.  The  skills  required  in  Phase  IV  when  ^received  and 
declined  the  invitation  were  taught.  *" 

18.  'Hie  skills  required  in  Pliasc  IV  when  S  received,  acco]>ted 
or    declined  the  invitation  were  taugTTt. 


Definition  of  Instructional  Procedures 

The  basic  procedures  used  during  instruction  are  described  belo\ 

.Modeling  -  Modeling  has  been  defined  as  "the  training  technique 
or  operation  of  demonstrating  a  response  or  chain  of  responses  to  a 
subject  and  then  directing  the  subject  to  immediately  initate  the 
performance."    (IVhite,  1971,  p.  96)    Modeling  was  used  to  teach 
selected  verbal  and  nonverbal  responses. 


Prining  (or  prompting)  -  Priming  is  the  procedure  of  guiding  S 
physically  throuf;h  a  response  or  response  sequence.    Priming  w«is 
used  to  teach  selected  nonverbal  behaviors. 

Fading  -  Fading  refers  to  a  process  of  gradually  changing  the 
stimuli  controlling  a  response  until  the  response  is  controlled  by 
different  stimuli.    Physical  prompts  were  faded  by  gradually  with- 
drawing T's  physical  guidance;  e.g.,  if  on  ensuing  trials  S  did  not 
lift  the  receiver  after  T's  model,  T  would  initially  guide  S^*s  hand 
ail  the  way  through  the  lifting  of  t)ie  receiver,  then  only  to  the 
point  whe^'e  S»s  hand  touched  the  receiver.    Tliat  is,  S  was  gradually 
required  to  perform  more  of  tlie  responses  unaided.    Models  were 
faded  by  gradually  presenting  a  less  demonstrative  model.    Tliat  is, 
if  S  correctly  performed  ail  the  responses  in  Phase  I  up  to  the 
point  where  S  was  to  identify  himself,  T  would  model  the  entire 
response,  e.g.,  "lliis  is  Tom."    Later,  T«s  model  would  be  shortened 

to,  "This  is       ,"  then  toTn'This  7'  requiring  S  to  successively 

j)erform  more  of  the  response  without  teacher  assistance. 

Chaining  -  A  forward  chaining  procedure  was  used  throughout  the 
progrSiu    "Forward  chaining  is  a  teaching  tactic  where  the  first 
component  in  a  chain  of  responses  is  established  in  the  repertoire 
first,  then  the  next  is  added,  etc.,  until  the  entire  chain  has  been 
acquired."    (IVhite,  1971,  p.  18) 

Rehearsal  -  Ss  were  required  to  <anit  six  or  seven  word  verbal 
chains"!    for  Ss  wTTo  failed  to  do  this  in  resfionse  to  several  modeled 
cues  a  rehearsal  strategy  was  employed.    Rehearsal,  as  used  here, 
involved  T  verbalizing  the  verbal  reisponse  chains  in  unison  with  S;. 
For  exampTe,  T  and  S  would  repeat  tvo  or  three  times  in  unison,  "Can 
you  eat  dinner  at  my  hotise"  then  S  would  be  directed  to  imitate  the 
utterance.    The  rehearsal  was  then  faded.    That  is,  successively 
shorter  portions  of  the  verbal  response  chain  were  spoken  by  T, 

(e.g.,  "Can  you  eat  dinner  at   "  to  "Can  you   

 "). 


Basic  Procedures 

Ti»e  objectives  of  each  phase  rcquiretl  Ss  to  emit  a  chain  of 
resi)onses  correctly  and  in  sec^uence.    The  sane  teaching  and  behavioral 
measurement  procedures  were  utilized  across  phases.    These  teaching 
and  neasurorient  procedures  were  incorporated  into  a  test-teach-tcst 
design.    That  is,  T  presented  tlie  response  cue,  S^  then  preceded 
through  the  chain  of  responses  until  he/she  either  completed  the 
entire  chain  of  responses  correctly  and  in  sequence  or  errored 
(emitted  an  incorrect  response  or  a  response  out  of  sequence).  T 
scored  a  plus  for  each  response  S  emitted  correctly  and  in  sequence. 
If  S  successfully  completed  the  cliain,  he/she  was  rewarded  with 
verUiil  praise.    If  S  errored,  T  said,  "No"  to  terminate  responding 
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aiiU  scored  a  minus  at  the  point  of  error,    T  then  nodeleU  the  correct 
response  bes»inninR  with  the  last  response  performed  correctly  through 
tlie  response  missed  in  order  that  the  last  correct  response  would  be 
chaineu  to  the  next  response  to  be  emitted.    Next,  T  repeated  the 
response  cue  for  S  to  imitate  the  model.    If  an  incorrect  response 
was  verbal  and  ifS  failed  to  imitate  the  subsequent  model,  the 
model  was  repeat ed"until  S  made  at  least  an  ap])roximation  of  the 
correct  response,    Hie  noJels  and  priming  cues  were  gradually  faded 
until  S  emitted  the  chain  of  responses  given  only  the  initial  cue. 
For  soine  Ss  a  rehearsal  procedure  was  utilized  in  addition  to  modeling 
and  priming. 


Specific  Instructional  and  Measurement  Procedures 

1.    Pre^test  of  the  skills  required  in  the  terminal  objective  of 
Phase  I,  ~ 

la.    Phase  I  Pre-test  Activities  1.  2  and  3  when  TP  answers  the 
telephone  and  accepts  the  invitation. 


Cue 

A.    T  says,  "You  want 
to  call  (TP)  and 
ask  him/her  to 
(1,  eat  dinner/ 

2,  sleep  over/ 

3,  watch  T,V,) 
at  your  house  at 
(time)," 

T  scores  a  "plus" 
T*)  for  each  re- 
sponse S  performs 
correctTy  and  in 
sequence  and  a 
"minus"  (-)  for 
each  response  S 
performs  incor~ 
rectly  or  out  of 
sequence, 

T  allows  to 
continue  until 
S  stops  respond- 
Tng  or  completes 
the  response 
chain  and  then 
says,  "Thank  you," 


Response 

S  proceeds  as  far 
as  he/she  can 
through  tlie  re- 
sponse chain  1-10, 
(See  Phase  I  in 
the  Task  Analysis 
section  above) 


Materials 

Teletraincr, 
Personal 
directory. 
Data  sheet. 
Room  divider. 
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Decision  Uule;    Administer  pre-test  lb  only  if  on  the 
pre-test  la  S  correctly  pcrfoms  all  the  responses  in 
the  chain  through  Step  10  (requesting  TP  to  enpafie  in 
the  selected  activity  at  their  hone  at"nie  specified 
tine) , 

lb.    Pre-test  Phase  I,  Activities  1,  2  and  3  when  TP  answers 
the  telephone  and  declines  the  invitation. 

Tlifc  procedure  is  identical  to  that  in  la  except  that  TP 
declines  the  invitation. 

Pre-test  of  the  skills  required  in  the  terminal  objective  of 
Phase  II. 

2a.    Pre-test  Phase  II,  Activities  4,  5  and  6  when  a  non-target 
yerson  (non-TP)  answers  the  teleplione  and  TP  accepts  the 
invitation. 


Cue 


Response 


Materials 


proceeds  as  far 
as  he/she  can 
through  the  re- 
sponse chain  1-12 
(See  Phase  II  in 
the  Task  Analysis 
section  above). 


A.    T  says,  "You  want 
to  call  (TP)  and 
ask  him/her  to 
(4.  go  for  a  walk/ 
S.  listen  to 
records/6,  play 
cards)  at  your 
house  at  (time) . " 

T  scores  a  "plus"  « 
T+)  for  each  re- 
sponse S  performs 
correctTy  and  in 
sequence  and  a 
"minus"  (-)  for 
each  response  S^ 
performs  incor- 
rectly or  out  of 
sequence.  T 
allows  S^  to  con- 
tinue until  S 
stops  responding 
or  completes  the 
response  chain. 
T  then  says, 
^liank  you." 

Decision  Rule;    Administer  pre-test  2b  only  if  on  pre-test  2a 
S  correctly  performs  all  the  responses  in  the  cliain  through 
Step  11  (requesting  TP  to  engage  in  the  selected  activity 
at  their  home  at  the  specified  time). 
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2b.    Pro^tost  Phase  II,  Activities  4,  5  and  C  when  a  non-TP 
answers  the  telephone  and  TP  declines  the  invitation. 

The  procedure  is  the  same  as  in  2a  above. 

Decision  Rule:    Go  to  Phase  III  pre-test  only  if 
completes  the  pre-tests  for  Phases  I  and  II  without 
error • 

Pre-test  the  skills  required  in  the  terninal  objective  of 
Phase  III.     Activities  1-6  were  tested;  Activities  1,  3  and 
5  with  TP  accepting  the  invitation;  Activities  2,  4  and  6 
with  TPTec lining  the  invitation. 


Cue 

A.    T  says,  "You  v;ant 
to  call  (TP)  and 
ask  him/her  to 
(1 .  eat  dinner/ 
2.  sleep  over/ 


watc 


"TX7 


4.  go  for  a 
walk/S.  listen 
to  records/6t 
play  cards)  at 
your  house  at 
(time)." 

Tj^  scores  a  "plus" 
X*)  for  each  re- 
sponse S  performs 
correctly  and  in 
sequence  and  a 
"minus"  for  each 
response  £  per- 
forms incorrectly 
or  out  of  sequence. 
Ti  allows  S  to 
c()ntinue  until  S 
stops  responding 
or  completes  the 
response  cliain. 
Tj  tlien  says 
"Thank  you, 


Response 

£  proceeds  as  far 
as  he  can  through 
either  response 
chain  1-10  (for 
Phase  7  activities) 
or  response  chain 
1-12  (for  Phase  II 
activities)  (See 
Task  Analysis 
section  above) . 


Materials 


f 


ti 


Instruction  was  carried  out  only  on  activities  failed 
during',  baseline. 

4.    T<?Fch  Phase  I,  Activity  1;    Eating  dinner,  TP  accepts. 
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Step  1  -  Teaching  Ss  to  locate  name  of  TP  from  their  directory. 

Cue  Response  ^iaterials 


A,  Ti  places  the  tele- 
phone in  front  of 

S  with  the  direc- 
tory on  the 
opposite  side  of 
the  phone  from 
S's  dialing  hand.^^ 
Tj  says,  "You  want 
to  call  (TP)  and 
ask  him/her  to 
eat  dinner  at 
your  house  at 
(time)."^l  If 
correct  scores 
a        and  allows 
S  to  continue 
tl)e  response 
chain  (Step  2 

•  •  •  }  • 

B,  If  incorrect,  Tj 
Sfiys  "No,"  scores 
a  "-"  at  the 
point  of  S»s 
error  and'lsays, 
"You  want  to  call 
(TP)  and  ask  him/ 
her  to  eat  dinner 
at  your  house  at 
(time) ,  touch 
his  name." 

tlicn  models 
touching  the 
correct  name 
and  says,  "Here's 
('IT'S)  name."  Tj 
repeats  the 
original  cue. 

C,  If  incorrect,  Tj 
repeats  the  orig- 
inal ce  and  primes 


If  S  touches  the 
name  of  the  TP 
on  the  directory 
with  his/her 
non-dialing  hand, 
S  may  continued 
the  response 
chain  (Step  2 
,..).  IfS 
errors,  go'Hto 
"B." 


Teletrainer. 
Personal 
directory. 
Room  divider. 
Data  sheet. 


If  £  correctly 
imitates  the 
model  the  trial 
is  terminated. 
If  S  fails  to 
imitate  the 
model  go  to  "C." 


10  Tlic  dialing  hand  was  S's  writing  hand. 

11  Tliis  will  be  referred  to  as  the  "original  cue"  throughout  Phases  I-III. 


5?2 


tuc 


Response 


Materials 


S  throu{^h  tiie  cor- 
Fect  response 
(touching  of  TP»s 
name  on  the  Ulurec* 
tory  with  S's  non- 
^alinn  hand) . 

Stcy  2  -  Teaching  Ss  to  locate  the  telejihone  number  of  TP  fron 
tiieir  directory. 


Cue 

A.  places  tlie  tele- 
pnonc  in  front  of 

with  th«  direc- 
tory on  the  oppo- 
site side  of  the 
phone  from  S's 
dialing  han?  and 
gives  the  orig- 
inal cue.  If 
correct,  scores 
a  ••»■"  for  each 
cor'ect  response 
and  allows  to 
continue  reTponsc 
chain  (Step  3  .. .). 

B.  If  incorrect,  Tj 
says  "Jto,"  scores 
"-"  at  the  point 
of  S^'s  error, 
repeats  the  orig- 
inal cue  and 
nodels  the  cor- 
rect res}}onscs 
beginning  with 
the  last  response 
in  the  chain  per- 
formed correctly 
by  S  (i.e.,  touch- 
ing'TP's  nanc)  and 
says7~^'This  is 
TP's  mune  and 
number."    Tj  then 
repeats  the 
original  cue. 


Response 

If  £  touc}ies  the 
name  and  then  the 
telephone  number 
of  the  TP  on  t!ie 
directory  with 
his/her  non- 
dialing  hand,  S 
may  continue  tlTe 
response  chain 
(Step  3  ...). 
If  S  errors,  go 
to  "ii." 


If  S  correctly 
imitates  the  model 
the  trial  is  ter- 
minated.   If  £ 
fails  to  imitate 
the  moiiel  go  to 

ttr  II 


Materials 

Telctrainer. 
Personal 
directory. 
Room  divider. 
!)ata  sheet. 

(The  •  ;terials 
will  be  the 
same  through- 
out Phases 
I-III.) 
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Cue 

C,    If  incorrect,  Tj 
repeats  the  orlg- 
in<il  cue  and 
primes  £  tlirough 
touching"  the  TP*s 
name  and  number. 


Response 


Materials 


Stop  5  -  Teaching  Ss  to  pick  up  the  receiver, 


Cue 

A.  Ti  places  the  tele- 
phone in  front  of 
£  with  the  direc- 
tory on  the  oppo- 
site side  of  the 
phone  from  S's 
dialing  iian?  and 
gives  the  original 
cue.    If  correct, 
"Tl  scores  a 

lor  eacli  correct 
res pease  and 
allows  S  to  con- 
tinue tKe  response 
chain  (Step  4  .. .) . 

B.  If  incorrect,  Tji 
says  "No,"  scores 
a  "-"  at  the  point 
of  £*s  error, 
repeals  the  orig- 
inal   ne  and  models 
the  correct  re- 
sponses beginning 
with  the  last 
response  in  the 
chain  performed 
correctly  by  S 
(touching  TP'? 
telephone  number). 
T  repeats  the 
original  cue. 

C.  If  incorrect,  Tj 
repeats  the  orig- 
inal cue,  and 
primes  £  through 
the  corFoc* 
response 


Response 

If     touches  the 
TP*?  name  and 
number  on  the 
directory  with 
his/her  non- 
dialing  hand  and 
picks  up  the  re- 
ceiver with  his/ 
her  dialing  liand 
S  may  continue 
the  response 
chain  (Step  4  . . « ) . 
If  S  errors,  go 
to  ^B." 


If  £  correctly 
imitates  the  model 
the  trial  is  ter- 
minated.   If  S 
fails  to  imitate 
the  model  go  to 
"C." 


Materials 

Same  as 
above. 
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Step  4  -  Teaching  Ss  to  dial  TP»s  number. 


Cue 

A,    Ti  places  the  tele- 
phone in  front  of 
S  as  above, 
tlxen  f»ivcs  the 
original  cue.  If 
correct,  Tj[  scares 
a        for  each 
correct  response 
and  allows  S  to 
continue  the  re- 
sponse chain 
(Step  S  .. .)• 


RcsponbO 

If  S  locates  TP's 
niuwc  and  manber 
from  the  directory 
with  his/her  non- 
dialing  hand, 
lifts  the  receiver 
with  his/her  dial- 
ing liand  and  dials 
the  number  correct- 
ly, placinf,  the 
receiver  to  his/ 
her  ear  after 
dialing,  (S  may 
place  receTver  on 
table  after  lift- 
ing, or  may  dial 
with  receiver  in 
hand  -  T  always 
model  ed'ciialing 
with  receiver  on 
table)  S  ipay  con- 
tinue tKc  response 
chain  (Step  5  ...)• 
If  S  errors  r.o  to 


Hater ials 

Sane  as 
above. 


B,    If  incorrect,  Tj 
says  "No,"  tlien 
scores  a  "-"  at 
the  point  of  S*s 
error,  repeats' 
the  original  cue 
and  nodels  the 
correct  response, 
(saying  aloud 
each  number  a^ 
he/she  dials) 
beginning  with 
the  last  response 
in  the  chain  per- 
formed correctly 
by  S,  (picking 
up  ?he  receiver). 
Tj  repeats  the 
original  cue. 


If  ^  correctly 
imitates  the  model 
the  trial  is  ter- 
minated.   If  S^ 
fails  to  imitate 
the  model  go  to 
"C." 
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Cue 


Response 


Materials 


C,    If  incorrect,  Tj 
repeats  the 
original  cue  and 
primes  through 
t<  •  corFect 
response. 

Step  S  -  Toacliing  Ss  to  greet  the  person  ivho  answers  the  telephone. 

Cue  Response  Materials 


A.    Ti  places  the  tele- 
phono  in  front  of 
S  as  above. 
t)ien  gives  the 
original  cue. 


receiver  and  says 
"Hello."    If  correct, 
Tj  scores  a  "■»■"  for 
each  correct  re- 
sponse and  allows 
S  to  continue  the 
response  chain 
(Step  6  . . . ) . 

C.    If  incorrect, 

scores  a  *'-"  at  the 
point  of  S»s  error 
and  says,'^*iNo,  you 
must  say  hello  when 
someone  says  hello." 
Tj  then  gives  the 
original  cue  and 
models  the  correct 
responses  beginning 
with  the  last  re- 
sponse in  the 
chain  performed 
correctly  by  S 
(dialing).  TjT 


0. 


repeats  original 


cue. 


If  incorrect,  Tj[ 
models  the  correct 
response  until  £ 
at  least  appro x~ 
imates  the  model. 


S  locates  the  TP's 
name  and  number, 
lifts  the  receiver, 
dials  the  number 
and  places  the 
telephone  to  his/ 
her  ear  (as  above) . 

If  S  says  "Hollo" 
or  ''ili"  or  other 
similar  greeting, 
S  may  continue  the 
response  chain 
(Step  6  ...).  If 
S  errors  go  to  "C." 


If  correctly 
imiFates  the  model 
the  trial  is  ter- 
minated.   If  S 
fails  to  imitate 
the  model,  go  to 
"U." 


IVhen  S  correctly 
imitates  or  approx- 
imates the  model, 
the  trial  is  ter- 
minated . 


Same  as 
above . 
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Step  0  -  Teaching  Ss  to  request  TP. 


Cue 

A.    Ti  places  the  tele- 
pjione  in  front  of 
S  as  above. 
tlien  gives  the 
orip;inal  cue. 


B.  T^  picks  up  the 
receiver  and  says 
"Hello."  If 
correct,  Tj  scores 
a  "*"  for  each 
correct  response 
and  allows  to 
continue  the" 
response  chain 
(Step  7  ...). 

C.  If  incorrect,  T^ 
says,  "No,  you 
must  ask  for  TP." 
Ti  scores  a  "-*^  at 
the  point  of  S*s 
error.    The  pFone 
behind  the  divider 
rinp.s,  T^  says 
"Hello, "^and  ]j[ 
models  tiic  correct 
responses  begin- 
ning with  the 
last  response  in 
the  chain  per- 
formed correctly 
by  S,  (sp/ing 
hclTo).    Ti  repeats 
original  cue. 

I),    If  incorrect,  Tj 
models  the  correct 
response  until  S 
at  least  approx- 
imates the  model. 


Response 


locates  TP's 
name  and  numl)er, 
lifts  the  receiver, 
dials  the  number 
and  places  the 
telephone  to  }iis/ 
her  ear. 

If  S  says  "Hello, 
may""!  speak  to  TP," 
or  similar  request, 
£  may  continue  the 
response  chain 
(Step  7  ...).  If 
S  errors  go  to  "C." 


Materials 

Same  as 
above. 


If  S  correctly  imi- 
tates the  model  the 
trial  is  terminated. 
If  S  fails  to  imi- 
tate" the  model  go 
to  "U." 


IVlien  S_  correctly 
imitates  or  approx- 
imates t!ic  model 
the  trial  is 
terminated. 
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Step  7  -  Teaching  Ss  to  identify  themselves. 


Cue 


Response 


Materials 


A.  Tl  places  the  tele- 
phone in  front  of 

S  as  above.  Tj 
tlien  fiives  the 
original  cue. 

B.  T2  lifts  the 
receiver  and  says 
"Hello."    If  cor- 
rect, Tl  scores  a 

for  each  cor- 
rect response  and 
allows  S  to  con- 
tinue tFc  response 
chain  (Step  8  . . .) . 

C.  If  incorrect,  7j 
said,  "No,  you 
must  tell  TP  your 
name,"  Ij  scores 

a  "-"  at  the  point 
of  S's  error, 
repeats  the  orig- 
inal cue,  then 
models  the  correct 
responses  begin- 
ning with  the  last 
response  in  tlie 
chain  performed 
correctly  by  S 
(requesting  TP). 
Tji  repeats  tH? 
original  cue. 

I).    If  incorrect,  Tj[ 
models  the  correct 
responses  until  S 
at  least  approx-"" 
imates  the  model. 


S  locates  the  TP's 
name  and  number, 
picks  up  the 
receiver  and 
dials  the  number. 

If  S  says  "Hello, 
may^I  speak  to  TP, 
this  is  (own  name)," 
S  may  continue  the 
response  chain 
(Step  8  ...).  If 
S  errors,  go  to 


If  S  correctly  imi- 
tates the  model  the 
trial  is  terminated. 
If     fails  to  imi- 
tate  the  model  go 
to  "D." 


Same  as 
above. 


WJien  S^  correctly 
imitaFes  or  approx- 
imates the  model 
the  trial  is 
terminated . 


Step  8  -  Teaching  Ss  to  make  a  request  for  TP  to  engage  in  a 
selected  recreational  activity  -  eating  dinner. 


Cue 


A.    Tj  places  the  tele* 
5)hone  in  front  of 


Response 

S  locates  the  TP's 
name  and  number. 


Materials 

Same  as 
above. 


B. 


Cue 

£  as  above. 
Then  pives  the 
original  cue. 

Tn  lifts  the 
receiver  and  says 
••Mcllo." 


T2  says,  "This  is 
TP."    If  correct, 
Tj  scores  a  "+"  for 
oacl)  correct  re- 
sponse and  allows 
S  to  continue  the 
FespoTise  chain 
(Step  9  ...). 

If  incorrect,  Tj^ 
says  "No,"  scores 
a  "-"  at  the 
point  of  S's  error, 
and  models  the  cor- 
rect response  begin* 
ning  where  T2  says, 
"This  is  TP." 


Response 

lifts  receiver, 
and  dials  the 
number. 

£  says  "Hello, 
may  I  speak  to 
TP,    This  is 
Town  name) ." 

If     says,  "Can 
you'Heat  dinner, " 
(or  similar  state- 
ment)  S  may  con- 
tinue tl»e  response 
chain  (Step  9  ...). 
If  S  errors,  go  to 

If  correctly 
imitates  the  model 
the  trial  is  ter- 
minated. £ 
fails  to  imitate 
the  model,  go  to 

lit:  II 


Material 


Vs.    If  incorrect,  Tj 
models  the  correct 
responses  until 
at  least  approx- 
imates the  nodel. 


V/hcn  correctly 
imitates  or  approx- 
imates the  model  the 
trial  is  terminated. 


Step  9  -  Teaching  Ss  to  nakc  a  request  for  TP  to  enpage  in  a 
selected  recreational  activity  (eating  dinner)  at  their  liomc. 


Cue 

A.    Tj  places  the  tele- 
phone in  front  of 

as  above,  and 
gives  the  original 
cue.    If  correct, 
T^  scores  a 
Tor  each  correct 
response  and  allows 
S  to  continue  the 
Fesponse  chain 
(Step  10  ...). 


Response 

If  after  correctly 
proceeding  through 
responses  in  Steps 
1-7,  S  says,  "Can 
you  eat  dinner  at 
my  house?"  S^  may 
continue  the  re- 
sponse chain 
(Step  10  .•.)•  If 
S  errors,  go  to 


riaterial 

Same  as 
abovu. 


Cue 


Response 


Materials 


B.    If  incorrect, 
says  "No,"  scores 
a  "-"  at  the  point 
of  Si's  error  and 
mod'cis  the  correct 
response,  beginning 
where  To  says 
"Hello'.'^'  Jx' 
repeats  the  orig- 
inal cue. 


If  S  correctly  imi« 
tatcs  the  model 
the  trial  is  ter- 
minated.   If  £ 
fails  to  imitate 
the  nodcl,  go  to 
"C." 


If  incorrect,  "Tj^ 
models  the  correct 
responses  until 
at  least  approx- 
imates the  nodcl. 


IVhen  £  correctly 
imitates  or  approx- 
imates T's  model, 
the  trial  is 
terminated. 


Step  10  -  Teaching  Ss  to  make  a  request  for  TP  to  engage  in  a 
selected  recreational  activity  (eating  dinnerf  at  their  home  at 
a  specified  time. 


Cue 

A.    Ti  places  tlie  tele- 
phone in  front  of  S^ 
as  above  and  gives 
the  original  cue. 
If  correct,  Tj 
scores  a  "•••"  for 
each  correct  re- 
sponse and  allows 
S^  to  continue  the 
response  chain 
(Step  11  ...). 


Response 

If  S  proceeds 
through  the  re- 
sponses in  Steps 
1-7,  and  then 
says,  "Can  you 
oat  dinner  at  my 
house  atTtimeT?" 
S'  "may  continue 
the  response 
chain  (Step  11 
. ..) .    If  S  errors, 
go  to  "B."~ 


Material; 

Same  as 
above. 


B.    If  incorrect,  Tj 
says  "No,"  scores 
a  "-"  at  the 
point  of  £'s  error 
and  models'  the  cor- 
rect responses 
beginning  where 
T;2  says  "Hello." 
TJ  repeats  the 
original  cue. 


If  S  correctly  imi- 
tates the  model  the 
trial  is  terminated. 
If  S  fails  to  imi- 
tate" the  model,  go 
to  "C." 


Cue 


Response 


Materials 


C.    I  ri  ncorfectV  'Tj 
models  the  correct 
response  until  £ 
at  least  aj^prox^ 
inates  tlie  nodcl. 


Vilicn  S  correctly' 
imitates  or  approx- 
imates the  r.iodcl, 
the  trial  is 
terminated. 


Step  11  -  Teachin;'.  Sn  proj>er  closing  I'outine,  when  TP  accepts 
invitation. 


Cue 

A.    Tj  places  the  tele- 
phone in  front  of 
£  as  above 9  and 
gives  the  original 
cue. 


Response 

S  proceeds  throujjli 
tlic  responses  in 
Steps  1-10. 


Materials 

Sam  as 
above. 


B.  22  says,  ••Yes,  I 
can  cone.^*  If 
correct,  scores 
a  '•+••  for  each 
correct  response 
and  allows  £  to 
continue  th<e 
response  chain 
(Step  12  ...). 

C.  If  incorrect,  Tj 
says,  ••No,  TT  said 
•yes,  I  can  come. • 
If  he  says  'yes,  I 
can  come, '  you  say 
•See  you  then,  ••• 
Tj  scores  a  ••-••  at 
the  point  of  S^^s 
error  and  then 
models  the  correct 
responses  begin- 
ning with  the  last 
response  in  the 
chain  performed 
correctly  by  S^ 
(requesting  TP  to 
engage  in  actTvity 
at  his/her  house 
at  specified 
time).    Tj  repeats 
tlic  original  cue. 


If  S  says,  ••Okay, 
see  you  then 
goodbye*^  or  equiv- 
alent, S  may  con- 
tinue tfTe  response 
chain  (Step  12  ..«). 
If  S  errors,  go  to 
••C."^ 


If  £  correctly  imi- 
tates the  model, 

trial  is  ter- 
minated.   If  S^ 
fails  to  imitate 
the  model,  go  to 


Cue 


Response 


Materials 


I).    If  incorrect, 

models  the  correct 
responses  until  S 
at  least  approx-*" 
imatcs  T's  nodol. 


Wlieii  S^  correctly 
imitates  or  approx- 
imates the  model, 
the  trial  is 
terminated. 


Stop  12  -  Teaching  Ss  to  hang  up  the  receiver, 


A. 


Cue 

Tj  places  the  tele- 
phone in  front  of 
S  as  above  and  gives 
tlie  original  cue. 
If  correct,  T 


scores  a 


Ifxtt 


Response 

If     performs  all 
thc^rosponses  in 
Steps  1-11  cor- 
rectly, then  hangs 
up  the  receiver, 
^  may  complete  the 
Fesponse  chain 
(Step  13).    If  S 
errors :  go  to  "F.** 


If  correctly 
imitates  the  model, 
the  trial  is  ter- 
minated.   If  S^ 
fails  to  imitate 
the  model,  go  to 


Materials 

Same  as 
above. 


for 

each  correct  re- 
sponse and  allows 
S  to  complete  the 
Fesponse  chain 
(Step  13). 

B.  If  incorrect,  Tj 
says,  '*No,  you  must 
hang  up  when  you're 
done,*'  and  scores  a 

at  the  point  of 
S's  error.    Ti  tiien 
models  the  correct 
responses  from  last 
correct  response 
performed  in 
sequence  by  S^ 
(closing  rouFine). 
Tj  repeats  the 
original  cue. 

C.  If  incorrect,  Ti 
primes  £  through  the 
corrcct**response. 

btep  13  -  Teaching  Ss  to  verbally  relate  whether  or  not  TP 
accepted  the  invitation. 


Cue 

A.  Tj  places  tliu  tele- 
phone in  front  of  S 
as  above  and  gives*" 
the  original  cue. 


Response 

S  performs  the 
responses  in 
Steps  1-12. 


Materials 

Same  as 
above. 


.Materials 


-  U. 


■'ij-  askSf-  'U:aH  TP  If  -  ^-answers  cor- 

come  over?"    iF"  rocFly  (o.f,., 

correct,  Tj  ver-  "yes,"  or  "yes, 

bally  praises  S  he/she  can")  p.o 

anJ  scores  a  "+"  to  "C."    If  S 

for  each  correct  errors,  j»o  to* 

response .  "D . " 


C. 


If  incorrect, 
says  "No,"  scores 
a  "-"  at  the  point 
of  S^'s  error  and 
has~T^  repeat, 
"Yes",  I  can  come," 
then  asks,  "Can 
TP  cone?" 


If     responds  cor- 
recFly,  the  trial 
is  terminated.  If 


S  errors,  f.o  to  "I;." 


D. 


If  incorrect,  Tj 
repeats  "C"  until 


IVhen  responds  cor- 
rectly the  trial  is 


S  responds  correctly.  terminated. 

Criterion:  3  consecutive  correct  complete  response  chains 
(Steps  1-13). 

Retcst  tfl,  r^ase  I.    Activities  1,  2  and  3,  TP  accepts  tl»e 
invitation.    The  procedure  is  identical  to  tHat  of  the  original 
pre-test  (See  "la"  above) . 

Uecision  Rule;    Teach  only  those  activities  S  failed. 
If     tested  out  of  any  or  all  activities,  T  omitted 
instruction  on  those  activities. 

Teach  Phase  I,  Activity  2.    Sleepintj  overnight,  TP  accepts 
the  invitation.    The  teacliinn  procedure  is  identical  to  "2" 
above. 

Kctcst  if 2,  Phase  I.    Activities  1,  2  and  3,  TP  accepts  the 
invitation.    The  j)rocedure  is  identical  to  tHc"  original  pre-tesi 
(See  "la"  above). 

Decision  Rule:  Teach  only  those  activities  which  S  failed 
during  b.isolinc . 

Teach  Phase  I,  Activity  3.    Watchinn  T.V.,  TP  accepts  the 
invitation.    The  procedure  is  identical  to  tHat  of  "2"  above. 


Ret  est  #3.  Phase  I.  Activities  1,  2  and  3,  TP  accents.  Tlie 
procedure  is  identical  to  that  of  "la"  above. 
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Decision  Hulc:    If  S  failed  any  or  all  activities, 
.go  to  "10."    If  S  made  no  errors,  go  to  "11." 

10.  Teach  nny  activities  (cnt  dinner,  sleep  ovornir.ht,  watc^  T.V.) 
S  failed  durinu  retest  xS,  TP  accepts.    Teaching  procedure 

is  identical  to  "4"  above. 

11.  Teach  Phase  I.    Activities  1.  2  and  3.  TP  declines  the 
invitation.  Steps  1-10  are  taupht  in  the  same  manner  as  \u  "4" 
above. 

Step  11  -  Teaching  Ss  proper  closing  routine  when  TP  declines 
the  invitation. 


Cue 

A.  Ti  places  the  tele- 
phone in  front  of 

S  as  above  and 
Fays,  "You  want  to 
(I.  eat  dinner/ 
2.  sleep  over 73*. 
watch  T.V. fat 
your  houTe  at 
(time)." 

B.  T2  ^^y^»  ^ 
cannot  come."  If 
correct,  T  scores 

a  "♦"  for  each  cor- 
rect response  and 
allov;s  r.  to  con- 
tinue tH"e  response 
chain  (Step  12  .. .). 


C.    If  incorrect,  ]j 
says.  "No,  TP  said 
*iN'o,  I  cannot  come.* 
If  he  says  'No,'  wo 
say  'Sorry,  raaybe 
next  time.'"  Tj 


scores  a  "-"  at 
the  point  of  £'s 
error,  then  models 
the  correct  response 
beginning  with  the 
last  response  in 
the  chain  performed 
correctly  by  S^ 
(Step  10. 


Response 

S  performs  all  the 
Fesponses  in  Stops 
1-10  ("Can  you  cat 
dinner/ sleep  over/ 
watch  T.V.  at  ray 
house  at  (time) ?") . 


Materials 

Teletrainer. 
Personal 
directory. 
Iloom  divider. 
Data  sitect . 


If  S  says,  "Sorry, 
mayFc  next  time, 
goodbye"  or  "Too 
bad,  goodbye"  (or 
similar  response) 
S  may  continue  the 
Fesponse  ciiain 
(Step  12).    If  S 
errors,  go  to  "CT." 

If  S  correctly  imi- 
tates T's  model, 
the  trTal  is  ter- 
minated.   If  S  fails 
to  imitate  the  model, 
go  to  "D." 


ERIC 


Clio  !;o«ro»s<-  liatcrinls 

a.    2j  mxtets  the  v;jk)i»  K  correctly 

correct  rcsj  onjic  imitarcs  or  ci]']'rox- 

until  S  .It  least  inatcs  the  i'.odol, 

up]  roxTimtcs  tlie  the  trial  is 

r.joU  el.  t  cr  M  i  na  t  oil . 

Steps  li:-13  fhafi}»inr.  «r  ""'^  roiortinpj  arc  iilciitical  to  "2"  (Steps 
IJ  am:  ir>). 

Criterion;    5  consecutive  correct  response  chains  (Activities 
1-3,  TP  uccl  iiics) . 

12.  Teach  Activities  1,  2  and  3.    TP  acce].ts  or  cloclincs  the 
invitation.    Ise  the  sane  procedures  used  as  outlineJ  above. 

Criterion:    5  of  (>  correct  response  chains  (Activities  1-5, 
each  accepted  and  declined). 

13 .  Teach  the  skills  reguireo  in  Phase  II,  Activities       5  and  (>.  TP 
accepts  or  declines  the  invitation.    Teacl»in,T  j-rocedures  lor 
Stops  1-7  are  identical  to  those  for  Steps  1-7  in  "4"  above. 

Step  1  -  Teachinj:  Ss  to  locate  TP's  name. 

Step  2  -  Teaching  Ss  to  locate  TP's  telephone  niiriler. 

Step  3  -  Teachinr.  Ss  to  lift  the  receiver. 

Step  4  -  TeachinR  Ss  to  dial  the  nunber. 

Step  5  -  Toachinr.  -iS-.^f^  r,rctiX.  the  ]»arty  on  line  (noji-tarrot 
1  evson  in  Pliane  II} 

Step  (>  -  Teach inj'.  S^s  to  reciuest  TP. 

Step  7  -  Teachinj!  Ss  to  identify  themselves  to  the  person  v.-ho 
answers  the  telei:hone  (P)iase  II  differed  fron  Phase  I  on  5tej-  o). 

r>top  I  -  Teachiar.  Ss  to  identify  themselves  when  TP  cones  to  iP.c 
telepiione. 

Uesronse  Materials 


v^uo  t'csp 


A.    Tj  places  the  tele-  S  locates  TP's  leletrainer. 

pljonc  in  front  of  nana  and  num\)cr,  Personal 

S  with  the  dircc-  lifts  the  receiver,  directory, 

tbry  on  the  opi)o-  dials  the  correct  Roon  divider, 

site  side  of  phone  number  and  places  Data  sheets, 

from  S's  dialing  the  receiver  to 

liand,~and  says,  his/her  ear. 


12  ":4on-tarKCt  persorf' is  abbreviated  to  non-TP. 


Cue 


Response 


Materials 


"You  want  to  call 
(TP)  and  ask  hir.i/ 
her  to  eat  dinner 
at  your  house  at 
(tine)." 

».    T2  lifts  un  the 
receiver  and  says 
"Hello." 

C,    T2  says,  "Just  a 
minute,  I'll  ro  jjct 
h in/her." 

U.    TP  says  "Hello"  or 
sTinilar  grc  ting. 
If  correct,  T;i 
scores  a  "♦"  for 
each  correct  re- 
sponse and  allows 
S  to  continue  the 
Fesponse  chain. 

H.    If  incorrect,  Ti 
says,  "No,  did  TP 
answer  the  tele- 
phone first?  No, 
he  didn't."  Ti 
then  scores  a  "-" 
at  the  point  of 
S^'s  error  and 
models  the  correct 
response  bep,inning 
where  T^  says, 
"I'll  Ro  got  him/ 
her."    Tj  repeats 
the  original  cue. 

F.    If  incorrect,  Tj 
performs  the  correct 
response  until  S_ 
at  least  ap})rox~ 
imates  t]ie  model. 


S 


"Hello, 


mav  I  speak  to 
TP,  this  is  (S)." 

£  says  nothing 
until  TP  greets 
him/her. 

If  S  says,  "This 
is  TS),"    S  may 
contTnue  tlTe  re- 
sponse chain 
(Step  9  ...).  If 
S  errors,  go  to 
"E." 


If  S  imitates  the 
raodFl  correctly 
the  trial  is  ter- 
minated.   If  £ 
fails  to  imitate 
the  model,  go  to 
"F." 


When  correctly 
imitates  or  approx- 
imates the  modul 
the  trial  is 
terminated. 


The  remaining  steps  are  identical  to  the  remaining  steps 
in  Phase  I.    See  "4"  above. 
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liritorioii;    The  above  proceilurcs  were  followed  until  S 
i^erfbrr.ict!  the;  entire  response  chain  correctly  for  the  3 
activities  I  caci'.  accepted  and  declined  on  S  of  (>  trials. 

14.  Teach  Phase  II I»  Activities  1-fa.    (Ilandom  presentations  of  the 
response  rec{uircnents  in  Phases  I  and  II)  when  TP  accepted  or 
declined  the  invitation.    T\\c  same  teacliinR  procedures  for  the 
res]icctivc  piiasos  were  used  as  described  above. 

Criterion:    The  above  }>roceuures  were  followed  until  £ 
perform eu  the  entire  response  chain  correctly  for  theHf) 
activities  presented  in  random  order  on  5  of  6  trials 
(TP  answered  for  activities  1-3,  non-TI^  answered  for 
activities  4-0.    TP's  accepting  or  docUning  the 
invitation  non-randomly  varied). 

15,  Pre-test  the  Turninal  Objective  for  Phase  IV  (P.ecipicnt  Phase); 
Four  activities  were  pre-testcd,  1.  listen  to  records,  2.  sleep 
over,  5.  play  cards,  and  4.  eat  dinner.    1  and  2  were  accepted 
bv  S.  5  and  4  were  declined. 

Cue 


A.    Ti  places  the  tele- 
phone in  front  of 
S  and  instructs  S 
to  answer  it  if  Tt 
rinns.    Tj  noves  to 
another  part  of  the 
rooM  but  remains 
within  the  students' 
sip.ht.    The  t*^lc- 
phone  then  rings. 

U,    Ti  scores  a  for 
cacfi  correct  re- 
sponse S  perforr.is 
correctTy  and  in 
sequence  and  a 
for  each  response 
j)crforns  incor- 
rectly or  out  of 
sequence.  Tj 
allows  S_  to  con- 
tinue until  £ 
stops  responcTing 
or  completes  the 
response  chain. 
Tj  then  says, 
"Thank  you.** 

Decision  Rule;    Teach  only  those  situations  (S^  accepts 
invitation  or  S  declines  invitation)  failed  oiT  during  baseline. 


ERIC 


Res]  onso 


Materials 


S  proceeds  as  far 
as  he  can  through 
the  response  chain 
1-8  (See  Phase  IV 
in  tlie  Task 
Analysis  section 
above) . 


Teletrainer. 
Room  divider. 
Data  siieet. 
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10.  Teach  the  skills  required  in  Phase  it  when  S  receives  and 

accepts  invitations  to  cnRaKC  in  selected  recreational  activities. 


Step  1  -  Teaching  Ss  to  pick  up  the  receiver. 


A. 


Cue 

Ti  placos  the  tele- 
jihunc  in  front  of  . 

and  instructs 
S  to  answer  it  if 
Tt  rinj'.s.    Tj  moves 
to  anotiier  part 
of  the  room  but 
remains  within 
the  student's 
sight.    The  tele- 
piionc  then  rin^s. 
If  correct,  Tj 


11^11 


and 


Ucs^>onse 

If  S  pic.Vs  up 
the  receiver,  S 
may  continue  t17e 
response  chain 
(Step  2  •..)• 
If  S  errors,  ro 
to  ^B." 


scores  a 
allows  £  to  con- 
tinue tlTe  response 
chain  (Step  2  ...)• 

If  incorrect,  Tj 
says,  "No,  whciT 
the  phone  rings, 
pick  up  the  re- 
ceiver," scores 
a        at  the 
point  of  S*s 
error.    tITo  tele- 
phone rings  and 
Tj  models  correct 
response.  Tlic 
telephone  rings 
again. 

If  incorrect,  T| 
primes  through 
the  correct 
response. 


Step  2  -  Teaching  Ss  to  greet  the  caller. 


If  correctly 
imitates  the 
n.odol,  the  trial 
is  terminated. 
If  S  fails  to 
imitate  the 
model,  go  to 


Cue 

A.    Ti  places  the  tele* 
plione  in  front  of 
S  and  instructs  S 
to  answer  it  if 


Ucsponse 

If  £  picks  up  the 
receiver  and  says 
"Hello,"  S  may 
continue  the 


Materials 

Teletrainer. 
Uoom  divider. 
Data  sheet. 

^  (The  materials 
will  be  the 
same  through- 
out Phase  IV.) 


Materials 

Same  as 
above. 
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Cue 


Response 


Materials 


it  rinps.    Tj  moves 
to  another  part  of 
tlie  rooM  as  before 
and  the  tcle|>hone 
rinr.s.    If  correct, 
scores  a  for 
each  correct  re- 
S])Onse  and  allows 
S  to  continue  the 
response  chain 
(Step  3  ...) • 


response  chain 
(Step  3  ...)•  If 
S  errors,  no  to 


If  correctly 
initatcs  the  nodcl, 
the  trial  if,  ter- 
minated. If 
fails  to  initatc 

the  nodcl,  ro  to 
Ilf  tl 


B.  If  incorrect,  Ij 
says,  "No,  v;hen 

the  telephone  rings, 
you  pick  \xp  the 
receiver  and  say 
Miello.*"  Tj  scores 
a        at  tHc  point 
of  S*s  error,  then 
iiodFls  the  correct 
response  beginning 
with  the  last 
response  in  the 
chain  performed 
correctly  by  S 
(picking  U})  tFe 
receiver) •  The 
telephone  rings 
again. 

C,  If  incorrect,  Tj 
prines  tiirough 

t!ic  correct  i*es])onso. 


Step  3  -  Teaching  Ss  to  identify  thenselves. 


B. 


Cue 

Tl  places  tlic  tele- 
piione  in  front  of 
and  instructs 
to  answer  it  if 
it  rings.    Tj  moves 
to  anotlier  part  of 
the  room  and  the 
telephone  rings. 

Tjl  says,  "Hello,  rs:ay 
I  speak  to  (S),  this 
is  (own  namej."  If 
correct,  Tj  scores  a 


Response 

S  picks  U]>  the 
receiver  and  says 
"Hello." 


Materials 

Sane  as 
above. 


If  S  says,  "llus 
is  TS),"  S  nay 
contFnue  the  re- 
sponse chain 


ERIC 


Ilosponse 


Materials 


for  each  correct 
response  ami  allows 
S  to  continue  the 
response  chain 
(Step  4  • • 

C.    If  incorrect,  Tj 
says,  "Ko,  when 
he  asks  for  you, 
you  say  'This  is 
(S).»"    Ti  scores 
a        at  the  point 
of  S*s  error  and 
models  the  correct 
response  in  the 
chain  perforwed 
correctly  by  S^. 
The  telephone 
then  rings. 

U.    If  incorrect,  Tj 
models  the  correct 
response  until  £ 
at  least  appro 
imates  the  model. 


(Step  4  ...).  If 
S  errors,  go  to 


If  S  correctly  imi- 
tates the  nodel, 
the  trial  is  ter- 
ninated.    If  £ 
fails  to  imitate 
the  model,  go  to 


When  correctly 
imitates  or  approx- 
imates the  model, 
the  trial  is 
tonninated. 


Step  4  -  Teaching  Ss  to  ask  the  caller  to  wait  while  asks 
]?ermission  from  the"  control  figure  to  engage  in  the  activity. 


Cue 


A.  Ti  places  t.he  tele- 
phone in  front  of 
^  and  instructs  S 
to  ansv^fer  it  if  Tt 
rings.    Tj.  then 
moves  to  another 
part  of  tile  room 
and  the  telephone 
rings. 

B.  To  iays,  "Hello, 
may  I  speak  to  (S) 

C.  T2  says,  ••Can  you 
Xactiv.  1-6)  at  my 
house  at  (time) ?•• 
If  correct, 


Uesponso 

£  picks  up  tlie 
receiver  and  says 
••Hello. •• 


S  says,  ••This  is 
TS).^^ 

If  S  says,  ••Wait  a 
minute^*  or  ••I^ll 
go  ask**  (anything 
indicating  "hey 


Materials 

Same  as 
above . 


Cue 


ilosponse 


Materials 


scores  a  for 
each  correct  re- 
sponse and  allows 
S  to  continue  the 
response  chain 
(Step  5  ...). 


U.    If  incorrect,  Tj 
says,  "No,  you 
have  to  tell 
(caller)  to  wait." 
Tj[  then  models  the 
correct  response 
beninninr,  with  the 
last  response  in 
the  ciiain  per- 
formed correctly 
by  S.  Tlje 
telephone  rings. 

li.    If  incorrect,  Tj[ 
models  the  correct 
response  until  ^ 
at  least  approx~ 
imates  the  model. 


will  ask  permis- 
sion or  for 
initiator  to  wait) 
S  may  continue  tlie 
Fesponse  chain 
(Step  5  ...).  If 
S  errors,  p.o  to 

If  S  coi-rectly  imi- 
tates the  uodel, 
the  trial  is  ter- 
minated.   If  S 
fails  to  imitate 

the  mode,  p,o  to 
lip  II 


Wicn  correctly 
imitates  or  approx- 
imates the  model, 
the  trial  is 
terminated. 


5  -  Teaching  Ss  to  report  to  the  control  figure  (Tj),  the 
vity     vms  asked  to  engape  in,  its  time  and  place. 


Cue 

A.    Tjl  places  the  tele- 
phone in  front  r " 
and  instructs  S 
to  answer  it  if  Tt 
rings.    Ti  then 
moves  to  ntiothor 
part  of  t!ie  roor.i  and 
the  telephone  rings. 


Response 

perforns  re- 
sponses in  Steps 
1-4  then  S  goes 
to  controT  figure 
(Ti)  in  another 
part  of  the  room 
and  gives  either: 
1)  tiie  name  of 
the  activity 
invited  to 
(e.g.,  ••go 
activity") 


Materials 

Sane  as 
above. 


or 
2) 


the  nane  of  the 
place  (e.g.,  "go 
(caller's)  house" 
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Cuo 


Response 


Materials 


(riiinimum  infor- 
mation accepted 
as  correct 
response) , 


B,    UepenUmf;  on 

v;hethcr  reports 
the  activity  or 
the  place,  Yj^ 
(control  figure) 
asks  ({ucstions  to 
ascertain  the 
remaining 
information. 

1)  if  activity  is 
reported,  Tj  asks, 
"where,  what 
time," 


1)  if  S  responds 
"(caller's) 
house,  (time) " 
(o.p..,  6:30 
tonight)  S  may 
continue  the 
response  chain 
(Step  6  , , ,) . 

2)  if  S  responds 
"(activity)" 
(o.>;.,  "dinner") 
"(time)"  (e.g., 
"tonljht  6:30") 
S  may  continue 
t\\ri  response 
chair.  (Step  (>  ...). 


2)  if  tlie  place  is 
rei)orccd,  Tj  asks, 
"liHiat  are  you 
jjoinp,  to  do?" 
"What  time?"  If 
correct,  T  scores 
a        for  each 
correct  response 
and  allows  to 
continue  the 
response  chain 
(Step  6  ...). 

Note:    Ss  were  allowed  to  ask  caller  for  any  information 
(time,  activity,  place)  they  may  havo  f'^rr.otten  and  still 
be  credited  with  a  correct  response.    If  Ss  could  not  respond 
to  T's  questions,  T  said,  "V.liat  can  you  do"?"    S  then  had  to 
ask  the  caller  for  the  desired  information. 


C,  If  incorrect,  Ti 
scores  a  "-"  and 
says  "Listen." 

repeats  the 
information 


If  S^  relates  the 
correct  information 
trial  is  terminated. 
If  incorrect,  go  to 
"D." 
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Cue 


Response 


fiaterials 


I). 


(activity,  timC| 
and/ or  place)  tliat 
failed  to  report, 
then  repeats  the 
questions. 

If  incorrect, 
re))cat  "C"  untTl 
£  makes  the  correct 
Fesponse. 


IVhen     relates  the 
correct  information 
to  Tj,  the  trial  is 
terminated. 


Seep  6  •  Teaching  Ss  to  report  to  the  caller  tlmt  lie/she  can 
accept  the  invitatTon. 


Cue 

A.    Same  as  above 
through  Stop  5. 
Then  Ti  (control 
figure)  says  to 
S,  "Tell  (caller) 
yes,  you  can  come*" 
If  correct,  Ti 
scores  a  "♦"~for 
each  correct  -re- 
sponse and  allows 
to  continue  the 
response  chain 
(Step  7  ,.0. 

IK    If  incorrect,  Tj 
says,  "No,"  scores 
a  "-"  at  the  point 
of  SJs  error  and 
nodFls  the  correct 
response. 


C.    If  incorrect, 

nodels  the  correct 
response  until  S^ 
at  least  approx- 
imates tlie  model « 


Response 

If  S  performs  all 
the  responses  in 
Steps  1-5  and  then 
tells  the  caller 
"yes"  or  "yes,  I 
can  come"  S  may 
continue  tFe  re- 
sponse chain 
(Step  7  ...).  If 
S  errors,  go  to  , 
"B." 


If  ^  correctly  imi- 
tates the  model,  the 
model,  the  trial  is 
terminated.    If  £ 
fails  to  initato*^ 
the  model,  go  to 
"C." 

Wl)cn  £  correctly 
imitates  or  approx- 
imates the  model, 
the  trial  is 
terminated. 


Materials 

Same  as 
above. 


Step  7  -  .caching  Ss  to  give  the  proper  closing  routine. 

Cue  Response  Materials 


A.    Same  as  above  If  S^  says,  "See         Same  as 

through  Step  6.  you7  goodbye"  or  above. 
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Cue 

then  says,  "Okay, 
see  you  then."  If 
correct,  Tj  scores  a 
"♦"  for  each  correct 
response  and  allows 
£  to  complete  the 
res})onse  chain 
(Step  8). 

B.  If  incorrect,  Ti  says, 
"No,  you  must  Fay 
'Goodbye,'"  scores  a 
"-"  at  the  point  of 
S's  error  and  luodels 
tl»e  correct  response 
beginning,  with  the 
last  response  in  the 
chain  performed  cor- 
rectly by  (accept- 
ing the  invitation). 

C.  If  incorrect,  T 
models  the  corFect 
response  until 

at  least  a]>prox- 
inates  T's  model. 


Ilesponse  Materials 

"Goodbye"  (or 
equivalent)  allow 
S  to  complete  the 
Fesponse  cliain 
(Step  8) .    If  S 
errors,  ro  to  %." 


If  S  correctly  imi- 
tates the  model,  the 
trial  is  terminated. 
If  S  fails  to  imitate 
the~nodel,  go  to  "U." 


UTien  correctly 
imitates  or  approx- 
imates T's  model, 
the  triFl  is 
terminated. 


Step  8  -  Teaching  Ss  to  hang  up  the  receiver. 

Cue  Response 


A.    Sane  through 
Step  6. 


If  S  performs  all 
the  responses  in 
Steps  1-b  and 
then  hangs  up  the 
receiver,  go  to 
"B."    If  S 
errors,  go  to  "C." 


Materials 

Same  as 
above. 


B.  If  correct,  Tj 
verbally  praises 
S  and  scores  a 
^+"  for  each 
correct  response. 

C.  If  incorrect,  ]j 
says,  "No,  you 
must  iiang  up  tl»e 
receiver,"  scores 


If  S  imitates  the 
model  correctly, 
the  trial  is  ter- 
minated.   If  S 
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Cue 


kesronse 


iiaterials 


a        at  the  fails  to  imitate 

point  of  S^'s  error         the  nodel,  ro  to 
and  models  the  cor- 
rect  response  bej: in- 
ning; witii  the  last 
response  in  the 
chain  ])crforraed 
correctly  by  £ 
(••goodbye") . 

i).    If  incorrect,  Ti 
primes  through 
the  corFect  re-  ^ 
sponse  (hanging 
up  receiver).  ^ 

Criterion;    The  above  procedure  was  followed  until  S 
performed  tl;c  entire  response  chain  correctly  on  3  consecutive 
trials  (Activities  1-b  were  randomly  presented). 

17.  Teaching  the  skills  in  Phase  IV  when  S  rTO^Syes  and  declines 
invitations  to  engage  in  selected  recreatlortali  activities. 

Stops  1-5  were  taunht  /using  the  same  teaclung  procedures  as 
those  in  ••IG^^  above,  j 

Step  6  -  Teaching  Ss  to  report  to  the  caller  that  !ie/she  must 
decline  the  invitaFioii. 


Cue  ' 

A.  Ti  places  the  tclc- 
pnone  in  front  of 
and  instructs  £  to 
answer  it  if  it 
rings.    Tj  then 
moves  to  another 
j)art  of  the  roon 
but  within  the 
student •s  sight 
and  the  telephone 
rings. 

B.  TS  says,  ••Hello, 
nay  I  speak  to  (S^), 
this  is  (caller). •• 

C.  T^  says,  •'Can  you 
^activity)  at  my 


Response 

lifts  the  re- 
ceiver, says, 
••Hello. •• 


S  says,  ••Tliis  is 
TS).^^ 


£  says,  ••Just  a 
rninute,^^  •'Please 


Materials 

Sane  as 
above. 
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Cue ' 


Ucsponsc 


Materials 


house  at  (tine)?" 


i).    Ti  says,  "Tell 
Tcaller)  no,  you 
cannot  p,o."  If 
correct,  scores 
a        for  each 
correct  response 
and  allows  to 
continue  the 
response  chain 
(Step  7  ...). 


wait"  or  equivalent 
and  asks  permission 
from  the  control 
fjRuro  (Ti). 

If     picks  up  the 
receiver  and  tells 
the  caller,  "Ko, 
I  cannot  go"  or 
equivalent,  may 
continue  t!ie 
response  chain 
(Step  7  ...).  If 
^  errors,  go  to 

iir  It 


h.    If  incorrect, 
scores  a  "-"  at 
the  point  of  S^*s 
error  and  says, 
"Tell  (caller) 
no,  you  cannot 
RO."  then 
models  the  correct 
response. 

V.    If  incorrect,  Ti 
models  the  correct 
response  until  S 
at  least  approx- 
imates the  model. 


If     picks  up  the 
receiver  and  tells 
the  caller  "No" 
or  equivalent,  the 
trial  is  terminated < 
If  S  errors,  ^o 
to  "F." 


When  £  correctly 
imitates  or  approx- 
imates the  model, 
the  trial  is 
terminated. 


Criterion;    The  above  procedures  were  followed  until  the 
£  correctly  performed  the  entire  response  chain  on  3 
consecutive  trials  (Activities  1-6  randomly  presented). 

18.  TeachinR  the  skills  in  Phase  IV  when  Ss  receive,  accept  or 

decline  invitations  to  engage  in  selected  recreational  activities. 

The  teaching  procedures  for  the  respective  conditions  (accepting 
and  declining  the  invitation)  are  identical  to  those  in  "IC"  and 
•17"  above. 


Criterion:  The  above  procedures  were  followed  until  the 
S  correctly  performed  4  activities  consecutively  correct 
(2  accepted,  2  declined). 


RllSULTS 


Table  1  indicates  that  4  of  the  7  Ss  (Sj,        S3,  S4)  successfully 
completeU  the  entire  program.    That  is, ""4  Ss  learnecrto~initiate 
requests  via  the  telephone  to  engage  in  recreational  activities  when 
either  a  TP  or  a  non-TP  answered  and  TP  accepted  or  declined  the 
invitation.    These  Ss  also  learned  to  receive,  accept  and  decline 
invitations  via  the~telephone  to  engage  in  selected  recreational 
activities.    Of  Ss  who  did  not  complete  the  program,  S^  was  on 
Phase  IV  when  the  school  year  ended  and  the  data  accumulated  to 
that  point  suggested  that  she  would  have  completed  the  program  liad 
sIjc  not  been  frequently  absent.    It  appeared  that  S(5  and  S7  lacked 
prerequisite  skills  for  completion  of  the  program  within  the  tirae 
allowed.    S(i  often  did  not  attend  to  the  instructional  task  and  S7 
had  difficulty  imitating  the  required  six  and  seven  word  utterances. 
The  fact  that  S5  and  S7  did  not  complete  the  program  was  probably 
due  to  the  faiTure  of  the  programmers  to  systematically  develop 
prerequisite  skills. 


Table  1 


Phases  ComplcLv,...  jy  Ss 


Phase  I 

Phase  II 

Phase  III 

Phase  IV  j 

Si 

* 

* 

* 

*  1 

* 

* 

* 

1 

• 

* 

* 

* 

£4 

* 

* 

* 

*  1 

1 
I 

* 

* 

* 

1 

1 

S(. 

* 
* 

1  

i 

! 

1 
1 

.J 

A        denotes  that  criterion  performance  was  attained. 


Tables  2  and  3  depict  data  pertaining  to  the  acquisition  of 
learning  sets  and  the  short  and  long  term  maintenance  of  criterion 
performance  of  activities  taught  in  Phase  I.    In  order  to  assess  if 
Ss  developed  learning  sets,  data  which  could  depict  a  savings  in  trials 


to  criterion  across  Activities  1,  2  and  3  arc  presented  in  Table  2 
and  data  whic!:  could  depict  an  increase  in  the  porccinta^e  of  responses 
performed  correctly  and  in  sequence  across  tests  are  ]^resented  in 
Table  3.    Data  on  short  and  lonr.  tonn  maintenance  are  presented  in 
Table  5. 


Table  2 


Trials  to  Criterion  Across 
Activities  1,  2  and  3  in  Phase  I 


Students 

ActiviJj'  1 

\Activitv  2 

Activity  3 

Si 

34 

0 

:>/ 

0 

£3 

47 

6 

0 

S4 

39 

12 

4 

32 

13 

0 

40 

0 

0 

1  

Ob  1 

; 

12  ; 

 ii 

0 

A  "2ero"  in  a  box  indicates  that  an  S  performed 
at  criterion  on  a  retest  of  that  actTvity. 


Table  2  indicates  that  all  Ss  demonstrated  a  savings  in  trials 
to  criterion  across  Activities  l7  2  and  3  sugRestinr.  that  learning', 
sets  were  acquired. 
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Table  3 


Percentage  of  Responses  Performed 
Correctly  Across  Tests  in  Phase  I 


1  *i 

m 

Activity 

to 

icr 
rj 

i  • 

u  < 

Teach  Act.  1 

Retest  #1 
Act.  1,  2  §  3 

Teach  Act.  2 

to 
r  J  CM 

-1-1  mm4 

o  • 

«J  ^ 

O  U 

es  <: 

Teach  Act.  3 

to 

ro  C4 
to 

o  • 

t* 

o  u 

Teach  Act. 
Failed  in 
Retest  *3 

1 

j 

1  ^ 

1  to 

i  ^ 

i  ^ 

1  ^ 

c  - 

2a 

1 
2 
3 

15.4% 
15.4% 

0% 

CR 

100% 
100% 
100% 

22 

1 

2 
3 

15.4% 
0% 
15.4% 

CR 

100% 
53.9% 
53.9% 

CR 

100% 
100% 
100% 

Cm 

1 

2 
3 

15.4% 
15.4% 
15.4% 

i  

CR 

100% 
53.9% 

CR 

100% 
100% 
100% 

1 
2 
3 

15.4% 
i  15.4% 
15.4% 

CR 

100% 
53.9% 
55.9% 

CR 

100% 
100% 
53.9% 

CR 

53.9% 
100% 
53.9% 

CR 

100% 
100% 
100% 

1 
2 
3 

15.4% 
15.4% 
15.4% 

 1 

CR 

100% 
53.9% 
53.9% 

CR 

100% 
100% 

1 

2 
3 

0%  CK 
0%  I 
0%  . 

1 
1 

  1      ,  ■ 

100% 
100% 
100% 

! 

< 
• 

b 

1 
2 
3 

15.4%    •!  CR 
15.4%  1 
15.4%  ' 

;  1 

100% 
53.9% 
53.9% 

CR 

100% 
100% 
100% 

1 

1 

• 

1 

1 

CR  indicates  criterion  reached. 
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Table  3  depicts  the  percentage  of  responses  performed  correctly 
across  tests.    The  data  shows  that  Sj^,  Sp,  S15,  Scj,  S(,  and  S7 
demonstrated  an  increase  in  the  |)ercentage  lof  responses  performed 
correctly  across  tasks.    T)tis  data  is  also  interpreted  as  surges tinp, 
that  the  b  Ss  acquired  learning  sets. 

Data  on  short  and  lonn  term  maintenance  of  criterion  performance 
on  previously  tauglit  activities  are  contained  in  Table  3.    As  defined 
previously,  short  term  maintenance  is  criterion  performance  on  a 
particular  activity  retested  on  the  first  trial  after  instruction 
to  criterion  on  that  activity  and  long  term  maintenance  is  criterion 
performance  on  a  particular  activity  retested  subsequent  to  inter- 
vening instruction  on  another  activity.    (I.'ote:    If  an  S  performed 
at  criterion  on  a  retcst  of  Activities  1,  2  and  3,  instruction  and/or 
rctests  of        S_'s  activities  were  unnecessary  and  therefore  no 
further  data  on~maintenance  was  collected.) 

As  depicted  in  Table  3,  S^,  S2,  S^,  Sjj,  S^,  Sj^^  demonstrated 
maintenance  whenever  short  or  long  term  maintenance  measures  were 
obtained. 

Tlie  measurement  of  other  behaviors  taught  in  the  program  were 
not  designed  in  such  a  way  as  to  yield  information  on  the  acquisition 
of  learning  sets  or  on  maintenance  of  previously  taught  behaviors. 
However,  information  on  skill  acquisition  was  collected,    llie  data 
on  trials  to  criterion  for  each  skill  taught  in  tho  program  is 
contained  in  Table  4.    It  is  noteworthy  that  S^,  S3,  S4  and  83 
demonstrated  a  savings  in  trials  to  criterion  across  Phases  "T,  11 
and  III. 


13  S4  failed  to  demonstrate  short  term  maintenance  on  Activity  3 

ITuring  rebascline  #3  and  failed  to  demonstrate  long  term  maintenance 
of  Activity  1  on  rebaseline  #3,    Since  this  was  the  case  Activities 
1  and  3  were  retaught  to  criterion  and  another  rebaseline  was 
administered.    Un  this  rebaseline,  S4  performed  all  three  activities 
100%  correctly. 
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If 


Student 


Activity  i 
TP  Accepts 


Activity  2 
TP  Accepts 


Activity  3 
'iP  Accepts 


Activities  1,2,3 
TP  Declines 


CO 


Activities  1,  2, 3 
TP  Accepts 
or  Declines 


Activities  5^6 
TP  Accepts 
or  i)eclines 


o 


All  Activities 
(i-G)  TP 
Accepts  or 
Declines 


S  Accepts 


S  Declines 


S  Accepts 
or  Declines 


:? 

Ma 

rt 

C 

n 

rt 
O 

O 


o 

A) 

n 

ar 


rt 
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Discussion 

Four  of  the  seven  students  (S^i,  So,  S3,  S4)  reached  criterion 
on  the  skills  required  in  tlie  program.    Tllat  Ts,  four  students  learned 
to  use  the  telephone  to  initiate  selected  recreational  activities 
and  to  respond  appropriately  to  telephone  requests  to  engage  in 
selected  recreational  activities.    In  addition,  there  was  evidence 
that  severely  handicapped  students  (Sj[,  S2,  S3,  S5,  Sq^  Sy)  acquired 
learning  sets  across  Activities  1,  2  and  5  in  Pliase  T. 

Furthemore,  although  data  was  not  systenatically  collected 
Hubsetjuent  to  the  program,  it  is  notewortliy  that  all  students  were  able 
to  perform  the  behaviors  taught  on  actual  telephones  and  further  were 
able  to  invite  classmates  to  engage  in  :.  civities  not  taught  in  the 
program,  that  is,  activities  they  themselves  generated. 

IVIiile  successful  completion  of  the  program  will  not  insure  the 
remediation  of  the  social  skill  deficits  of  the  students,  it  does 
provide  them  with  a  heretofore  unavailable  moans  of  communication, 
the  telephone. 

This  program  might  also  provide  a  basis  for  the  further  development 
of  programs  to  equip  low  functioning  students  with  social  skills. 
The  skills  required  to  initiate  and  receive  requests  for  social 
Intel  action  can  be  taught  across  many  situations  (home,  school,  work, 
etc.).    In  addition,  other  telephone  related  skills  might  be  taught 
(See  below). 

Teaching  students  to  Initiate  and  receive  requests  to  engage  iii 
selected  recreational  activity      required  the  students*  use  of  some 
of  the  components  of  probljh.   s     .ng  skills.    There  are  at  least 
four  basic  steps  involved  '    problem  solving: 

1.  detecting  and  defining  the  problem 

2.  calling  forth  alternative  behaviors  (response  chains) 

3.  implementing  an  alternative 

4.  assessing  the  outcome 

In  this  program  the  students  •  determination  of  v;hether  the  target 
person  or  a  non«target  person  had  answered  the  telephone  (Plu'ise  III) 
involved  detection  and  definition  of  a  problem  (Step  1).  Their 
implementi  vion  of  a  response  chain  involved  calling  forth  alternative 
response  whains  (Step  2)  and  implementing  one  (Step  3).  Finally, 
the  students*  answers  to  the  teacher *s  questions  regarding  whether 
or  not  the  target  person  had  accepted  their  invitation  required  to 
assess  the  outcome  (Step  4). 

An  extension  of  this  program  with  respect  to  problem  solving 
skills  could  include: 

1.    providing  the  student  with  more  alternative  response 
chains  to  call  forth  after  detecting  and  defining  the 
problem 
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2.    icuchinj;  j^roblen  solving,  si  ills  across  situations  to  the 
]  ^iui  where  tlu:  sUuloiit,  when  pr«;sc]itct'  Kith  a  novel 
situation,  cuuUl  errorlessly  detect  aiiu  define  the 
prul.'len  and  call  t\>rth  and  inplenent  the  correct  response 
ciiain 

r>.    teaching  tlie  student  to  assess  the  outcome  of  the  resj)onse 
chain  inj^l oriented  wiliiout  teacher  assistance. 

Altliuur.h  it  \;as  folt  tiiat  the  propran  v;as  successful  1  overall, 
several  iiiuitations  should  be  noted.    First,  criterion  perfornance 
was  secured  only  in  the  classroom.    Since  severely  hnndica])ped  students 
typical  1}-  uo  not  demonstrate  n^i^^^ralization  across  situations  one 
limxlatioji  is  that  generalization  acx^oss  environments  was  neither 
uirectly  tauj^ht  nor  measured. 

A  second  linitation  was  a  failure  to  anticipate  tlie  expressive 
lan{»uage  prerequisites  of  the  program.    For  instance,       could  not 
imitate  the  six  and  seven  word  verbal  chains  required.    Poriiaps  the 
reiiearsal  procedure  could  have  been  used  prior  to  iinplenentation  of 
this  program  to  verify  and  if  necessary  teach  students  to  imitate  the 
required  verbal  cliains. 

The  program  was  also  lin.ited  in  tliat  it  failed  to  tuAcIi  several 
beliaviors  comonly  involved  in  the  use  of  the  telephone,    lliese  raiglit 
include  the  proper  procedure  to  follow  when: 

1.  a  busy  signal  is  reached 

2.  no  one  answers  the  telephone 
5.    a  wrong  nuraber  is  reached 

4.    a  non-target  person  answers  but  the  target  person  is  not 
available. 

A  fourth  limitation  v.as  the  uninteresting  manner  in  whlcli  the 
behaviors  were  taught.    Although  the  sessions  as  structured  yielded 
relatively  clean  data,  tliey  appeared  to  dampen  enthusiasm  for  the 
task  on  the  part  of  the  students  and,  at  times,  on  the  part  of  the 
teachers.    It  is  suggested  that  the  sessions  be  redcsigneil  in  such 
a  way  that  they  can  be  carried  out  in  a  fun  "game*'  like  fashion 
which  would  still  permit  accurate  measurement. 

In  summary,  it  was  possible  to  demonstrate  that  selected  low 
functioning;  students  could  acquire  the  si. ills  necessary  to  initiate 
and  receive  requests  fcr  social  interaction  via  the  telcplionc.  In 
addition,  some  compoiients  of  social  problem  solving  skills  were  taught 
and  the  acquisition  of  learning  sets  was  demonstrated.    Such  results, 
imj)ly  that  it  nay  be  possible  to  teach  severely  handicapped  individuals 
relatively  complex  social  skills  without  having  to  teach  them  a 
specified  repertoire  of  behaviors  for  every  potential  situation. 
It  is  suggested  that  since  appropriate  social  and  social  problem 
iiolviiig  skills  are  vital  to  successful  functioning  in  community 
based  living  situations  more  effort  be  expended  to  develop  ])rocedures 
for  teaching  these  skills  to  severely  handicapped  individuals. 
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Appendix  A 
Personal  Directory 


Telephone  Directory 


Bancrd,  Barb 

251-1977 

Dedericky  Paula 

238-3601 

Dunlop,  Betty 

244-2110 

Freidl,  Mike 
(Jemeynder,  Kenny 

251-8083 

274-7103 

Harlan,  Kldora 

255-3825 

Karston,  Billy 

222-5748 

Stanley,  Sarah 

233-0216 

Stanley,  Rose 

257-0938 

Stone,  Bart 

244-?110 

Whelly,  Jill 

249-4445 

Williams,  Wimpy 

836-4935 

Wirtz,  Rick 

238-0439 

Appendix  B 
Instructional  Arrangenents 


Phases  I-III 


« 


Phase  IV 
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Appendix  c 
At  least  tvto  options  exist: 

1)  Teletrainer  •  It  can  be  borrowed  fron  the  telephone 
conpany  and  has  two  standard  dial  phones  connected  to  a 
-antral  control  box  with  buttons  for  dial  tone,  busy 
signal  and  ring  signal  for  each  phone. 

2)  TWO  standard  telephones  connected  to  a  dry  cell  battery. 
This  also  can  be  borrowed  from  the  telephone  company. 

It  has  no  central  control  box  and  no  dial  tone,  busy 
signal  or  ring  signal.   The  battery  operation  does  allow 
the  parties  on  the  line  to  be  separated  and  still  hear 
each  other  through  the  line. 
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Appendix  D 
Data  Sheets 
Data  Sheets  for  Phases  I -I I I 


Date 


ERIC 


Student 

S2" 

Locate  Name 

locate  ^ 

Pick  up  : 
Receiver  j 

S4 


is    :  2.6 


Dial  » 


Greet 
Person 


Request 
T  P 


Identify 
Self 


Re-identify 
Self  when 
TP  answers 
l[nbn-TP  j 
activities)  I 
•  —t 

Make  Invit. 
for  Act. 


Place 
Time 


Approp. 
Closing 
(dep.  on 
yes/no) 


Hang  up  Rec. 


Report  Acc. 
Decl.  to  T 


Correct  and 
in  Sequence 

Conments 


Appendix  D  cont« 
Data  Sheet  for  Phase  IV 


1 

^losing 

Accept  Or 
Decline 

.4 

0  fiu 
OC  u 



Ask  Caller 
To  Wait 

Identify 
Self 
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ABSTRACT 


This  article  describes  a  prevention-oriented  model  of  parent  training 
and  reports  the  research  from  the  pilot  study  using  the  model.    The  model 
is  designed  to  train  parents  and  other  family  members  to  respond  effectively 
to  a  variety  of  child  management  problems  which  have  not,  but  may,  occur 
in  the  family.    Formerly,  parent  training  has  largely  concentrated  on  solving 
presenting  problems  only.    The  model  incorporates  didactic  instruction, 
role-playing,  behavior-rehearsal.    It  also  uses  such  devices  as:  video 
t?pes,  printed  handouts,  written  and  verbal  exercises  and  weekly  quizes 
to  facilitate  leariiing.    Four  criteria  were  used  to  measure  success  of 
training:    knowledge  of  behavior  principles  and  child  management  techniques; 
change  in  the  "quality"  of  child  management  skill  on  the  part  of  the  parents; 
maintenance  of  and  change  in  child  behavior,  in  home  management  programs 
designed  by  staff  and  executed  by  parent;  positive  change  in  child  behavior 
due  to  parent-designed  home  management  programs.    The  measures  of  critical 
interest  were  measures  of  initiating  and  maintaining  positive  behavior 
changes  in  the  child.    Results  were  significant  in  each  criteria  category. 


Clerical  costs  for  this  paper  were  supported  in  part  by  Grant  No.  OEG-0-''3' 
6137  to  the  University  of  Wisconsin-Madison  from  the  Department  of  HEW, 
Bureau  of  Education  for  the  Handicapped,  Division  of  Training  Programs, 
Washington,  D.  C. 
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International  Conference  on  Behavior  Modification;  Research  Press: 
Champaign,  111.    1974,  in  press.    It  is  reproduced  here  wit^  the  kind 
permission  of  the  Research  Press  Publishing  Co. 
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Train.in.4  parents  in  the  use  of  behavior  modification  techniques  has  generally 
focused  on  procedures  which  achieve  positive  outcomes  with  specific  current 
problems  of  children,  e.g.,  aggression,  temper  tantrums,  social  withdrawal. 
(Wahler,  1969;  Bernal,  et.  al.,  1968;  Gardner,  et.  al.  1968;  Zielberger,  1968; 
Russo,  1964;  Wolf,  et.  al.,  1964;  Hall,  et.  al.  1972;  Johnson  and  Brown,  1969). 
typically,  parents  are  taught  specific  behavior  management  techniques  (i.e., 
ignoring,  praising,  consistency)  and  programs  for  a  presenting  behavior  problem. 
The  programs  are  usually  both  designed  by  and  implemented  under  the  close  super- 
vision of  professionals  (Patterson,  et.  al.,  1970). 

An  underlying  assumption  of  the  programs  appears  to  be  that  parents  who 
know  management  principles  and  have  had  some  successful  practice  modifying,  say, 
temper  tantrums,  will  without  professional  supervision  be  able  to  design  an 
effective  program  to  modify  future  troublesome  behavior  with  different  topographies, 
e.g.,  social  withdrawal.    However,  there  is  a  paucity  of  data  to  support  this 
assumption.    Little  attention  has  been  given  to  teaching  parents  to  utilize 
behavior  management  principles  to  effectively  design  and  implement  behavior 
management  programs  for  a  wide  range  of  current  and  potential  behavior  manage- 
ment problems.    Training  of  this  kind  would  constitute  a  prevention-oriented 
model  and  would  stress  training  parents  to  respond  effectively  to  a  variety  of 
potential  child  management  problems  which  have  not,  but  may,  occur  in  their 
family.    The  model  would  not  focus  on  a  particular  population  of  children  nor 
specific  behavior  management  problems  but  upon  general  behavior  program  and 
behavior  management  strategies.    Through  such  a  model  the  parent  would  become 
adept  at  managing  specific  presenting  behavior  problems  and  learn  strategies  to 
enable  them  to  respond  effectively  to  potential  problems. 


Components  of  a  Prevention  Oriented  Model 

A  prevention  oriented  training  model  should  consist  of  a  series  of  behavioral 
strategies,  i.e.,  systematic  approaches  to  problem  solving,  in  at  least  four 
areas:    problem  detection;  program  design;  program  implementation;  program  evalu- 
ation.   These  are  common  steps  in  any  behavioral  treatment.    However,  as  applied 
in  a  prevention  oriented  model  the  "problem"  is  a  much  broader  range  of  behavior 
and  therefore,  the  "program"  necessarily  more  complex!    A  prevention  oriented 
model  should  incorporate  training  in  a  variety  of  responses  which,  taken  together, 
define  the  range  of  skills  necessary  to  modify  problematic  behavior  of  the  class 
training  was  designed  to  prevent.    For  example:    A  prevention  oriented  model  of 
assertive  training  might  incorporate  training  in  verbalizing  positive  affective 
statements  (I  like  the  way  you  did  that;  I  love  you);  negative  affective  state- 
ments (I  don't  like  the  way  you  did  that;  I  dislike  it  when  you...);  suggestion- 
giving  responses  (In  my  opinion...)  and  refusal    esponses  (I  don't  have  time  to 
serve  on  the  committee).    In  other  words  training  would  focus  on  the  range  of 
responses  commonly  placed  under  the  label  "assertive."   The  model  would  al^ 
assess  and  teach  those  responses  aross  different  situations  (in  school,  at  home, 
on  the  job)  and  across  different  human  environments  (peers,  authority  figures, 
friends,  enemies).    Providing  the  trainee  with  strategies  to  functj jn  well  in 
an^  potential  assertive  situation  would  define  the  model  as  preventio  oriented. 
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The  same  holds  for  a  parent  training  model  in  which  the  behavioral  skills 
are  in  the  area  of  child  management.  Parents  learn  strategies  for  the  manage- 
ment of  three-year-olds  but  they  also  learr.  ..at  to  do  when  the  three-year-olu 
grows  into  his  teens.  The  training  model  described  here  incorporates  specific 
strategies  in  each  of  the  four  pre-requisite  areas  necessary  for  a  prevention 
oriented  model: 

1.  Problem  Detection!    Trainees  learn  strategies  which  include  such  skills 
asl    analyzing  the  environment  functionally;  recognizing  potentially 
inappropriate  behaviors;  defining  behaviors  operationally. 

2.  Program  Design;    Trainees  learn  procedures  for  monitoring  and  measuring 
behavior;  learn  to  match  treatment  with  problems,  e,g,,  when  and  when 
not  to  use  a  response  cost  system  or  a  time-out, 

3,  Program  Implementation;    Training  focuses  on  the  skills  needed  to  teach 
behavior  effectively,  e,g,,  limit^setting,  consistency,  shaping.  The 
skills  are  taught  to  all  family  members  to  facilitate  generalization 
and  maintenance  of  change, 

4,  Program  Evaluation;    Objective  evaluation  which  measures  change  in  all 
child  management  skills  across  time  and  environments  is  an  integral 
part  of  the  model.    Trainees  learn  to  make  program  changes  based  upon 
such  evaluations. 


Purpose 


The  following  study  was  conducted  as  a  pilot  to  facilitate  the  refinement 
and  articulation  of  a  prevention-oriented  parenting  training  model  which  would 
be  implemented  on  a  broader  scale.    One  family  with  several  intense  behavioral 
problems  was  arbitrarily  selected  as  the  pilot  family.    Criterion  fo-  selection 
of  the  pilot  family  was  not  important  at  this  stage.    It  was  felt  that  further 
investigations  would  have  to  be  conducted  across  a  range  of  families  if  the  pilot 
proved  successful,    A  variety  of  training  devices  have  been  used  in  parent 
training.    These  include:    bug-in-the-ear  vWelsh,  1966);  programmed  texts  (Pat- 
terson, et,  al,  1967)  modeling  «nd  role-p'^y  plus  feedback  (Patterson  S  Brodsky, 
1966;  Rose,  1969);  video  tape  (Bernal,  19d9),    The  model  under  study  incorporated 
many  of  these  training  tactics.    Through  didactic  instruction,  role  playing, 
behavior-rehearsal,  video  tapes,  printed  handjuts,  written  and  verbal  exercises 
and  weekly  quizes  the  model  intended  to  teach  the  family  specific  behavior  manage- 
ment and  program  implementation  tacti'is  plus  systematic  approaches  to  problem 
solving.    The  specific  behavior  management  and  program  implementation  tactics 
included:    Verbal  reinforcement;  physical  reinforcement;  limit  setting;  consis- 
tency; time-out;  ignoring;  repeat  to  success;  stop-the-world;  extended  isolation; 
shaping;  modeling;  bshavior  rehearsal;  cueing;  graphing;  operationally  defining 
behavior;  data  analysis;  and  program  evaluatirn.    The  problem  solving  strategies 
as  described  above  included;    problem  detection;  program  design;  program  imple- 
mentation; and  program  evaluation. 

The  purpose  of  the  study  was  to  teach  the  family  to  utilize  the  behavior 
management  tactics  and  problem  solving  strategies  on  selected  presenting  behavior 
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problems  in  a  supervised  situation  and  then  to  arsess  their  ability  to  utilize 
them  on  different  behavior  problems  while  unsupervised.    The  unsupervised  condi- 
tion w'}'^  intended  to  be  a  measure  of  whether  or  not  the  family  had  learned  how 
to  implement  behavior  management  programs  for  potential  behavior  problems*  In 
other  wordH,  it  assessed  whether  they  had  merely  learned  a  tactic  to  manage  a 
specific  behavior  or  if  they  had  learned  a  strategy  which  potentially  was  useful 
across  hehavioi  problems* 


A  Case  Study 

PROCfiDURIi 

Subject s*    The  family  selected  for  training  had  participated  in  a  variety 
of  therapeutic  interventions  for  over  one  year  at  a  mid«*western  state  institution 
for  eruotionally  disturbed  children.    The  family's  eight«*year-old  son  Ted  has 
been  a  residential  patient  but  at  the  time  of  this  study  was  in  a  day  care  pro-> 
gran  ,at  the  institution.    A  year  of  traditional  therapy  with  the  parents  which 
included  suggestions  and  advice  on  child  management  as  well  as  a  highly  struc- 
tuijedf  school  program  had  produced  some  improvement  in  his  school  behavior,  but 
no  in;provement  at  home.    Ted's  problem  behaviors  included  high  frequency  fidget- 
ing, short  attention  span,  non-compliance,  making  "funny''  noises  at  inappropriate 
times,  *'darting,'*  temper  tantrums,  bossiness,  touching  and  breaking  other  people's 
possessions,  cluttering  the  house,  performing  dangerous  acts,  e.g.,  turning  the 
boiler  up  to  capacity,  pouring  gasoline  over  himself.    Compared  to  his  peer  group 
he  exhibited  poor  gross  and  fine  motor  skills  as  well  as  poor  social  skills. 
Academically  he  averaged  firsc  grade  work  and  scored  a  full  scale  I.Q.  of  94 
(WISC)»    There  were  a  total  of  six  family  members:    mother,  father,  two  brothers, 
George,  age  16,  JDe,  13,  and  a  sister,  Geri,  age  19.    Because  of  work  commit- 
ments Geri  did  not  participate  in  formal  training  and  father  attended  irregularly. 

Pre- treatment  Assessment.    Three  different  procedures  were  used  to  assess 
the  parents'  child  management  skills  and  to  identify  the  stimulus  controlling 
Ted's  problem  behaviors: 

a.  Home  observation;    A  series  of  three,  two  hour  home  visits  were  made  by 
experienced  child  care  workers  and  professional  trainees.  Observation 
techniques  were  modifications  of  those  used  by  Patterson  (1971).  Ar» 
analysis  was  made  of  the  family's  interaction  patterns,  e.g.,  type  of 
reinforcement  used;  method  of  teaching,  discipline;  affection-giving 
and  receiving;  antecedent  and  consequent  conditions  of  inappropriate 
behaviors. 

b.  Activity  video  tape*    A  one  hour  video  tape  was  mad^^of  the  family's 
interactions  during  a  semistructured  situation,  viz.,  playing  a  game 
similar  to  Shoots  and  Ladders.    Ted's  behavior  was  analyzed  with  differ- 
ent combinations  of  family  members  (mother  ^lone  with  mother  ^d  brothers, 
with  brothers  alone).    The  mother's  child    -  »:agement  sk\lls  were  also 
analyzed.    The  tapes  were  shown  to  the  fimxA/  to  facilitate  defining 
Ted's  inappropriate  behaviors. 
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c*    Child  Management  Skill  Level;    Mother's  responses  to  five  role  played 
child  management  problem  situations  were  video  taped*    Treatment  staff 
took  the  part  of  children  a;id  mother  was  asked  to  "handle  the  situations 
the  best  way  she  can."    Some  of  Ted's  problem  behaviors  were  incor- 
porated into  the  role-played  vignettes  as  well  as  other  behavior  which 
might  occur  in  the  family,  e.g.,  sib  fights  over  which  TV  program  to 
watch.    Inappropriate  management  practices,  e.g.,  repeated  prodding 
to  perform  tasks  were  noted  by  staff  and  given  special  emphasis  during 
training.    These  vignettes  served  as  pre  data  for  an  assessment  of  the 
"quality"  of  child  management  skill.    Post  data  m^s  taken  and  evaluated 
following  training.    The  same  treatment  staff  and  situations  were  used 
in  the  post  tape  allowing  pre  and  post  tapes  to  be  paired  for  comparison. 

Treatment 

Family  Training.    A  series  of  ten,  two  hour  training  sessions  were  held  at 
the  institution.    Each  session,  co-led  by  three  staff  members,  followed  the  same 
format:    didactic  instruction,  written  exercises,  role-play,  behavior  rehearsal, 
written  exercises,  test  and  program  evaluation  (Brockway,  1973).    The  following 
principles  and  procedures  were  taught  and  evaluated:    positive  and  negative 
reinforcement;  punishment;  defining,  counting  and  graphing  behavior,  technic^ues 
of  delivering  social  praise;  how  to  ignore,  set  limits,  be  consistent;  shaping; 
behavior  rehearsal;  token  economy.    Segments  from  the  activity  video  tape  were 
shown  to  the  family  during  the  training  to  demonstrate  responses  which  probably 
maintained  Ted's  behavior  and  which  therefore  needed  modification.    As  session 
progressed  the  family  rehearsed  responses  to  a  variety  of  role-played  child 
behavior  problems.    The  role-plays  were  designed  to  become  progressively  more 
difficult  in  terms  of  management,  e.g.,  verbal  fights  which  deveh^ped  into  phy- 
sical meless.    Both  staff  and  family  critiqued  the  performance  of  the  "parent." 
Often  the  "parent"  was  one  of  the  children  who  either  was  assigned  a  role  play 
by  staff  or  designed  his  own.    Training  began  with  a  heavy  emphasis  on  didactic 
instruction  in  the  early  session  and  ended  with  a  heavy  emphasis  on  practice. 
At  the  end  of  the  instruction-practice  portion  of  the  training  a  10-15  item 
objective  exam  was  given  encompassing  the  subject  matter  covered  in  the  session. 
The  tests  were  immediately  graded  and  discussed.    The  final  two  sessions  were  a 
series  of  live  child  management  vignettes  performed  by  staff  to  which  the  family 
responded  in  turn.    Feedback  was  given  after  each  role-play. 

The  second  portion  of  each  session  (30-45  minutes)  involved  evaluation  of 
the  home  management  program  designed  to  modify  Ted's  behaviors.    The  home  program 
fell  into  two  phases.    In  Phase  T,  treatment  staff  designed  the  programs  and 
mother  caijried  them  out.    In  Phase  II,  mother  designed  and  carried  out  l^er  own 
programs  on  behaviors  previously  untreated.    Staff  periodically  phoned  mother 
between  training  sessions  to  resolve  problems  and  give  positive  reinforcement 
for  program  implementation  . 

Samples  from  Training  Sessions; 

tlxercises:    Praise  practice  (Responses  given  verbally) 

John  is  ten.  He's  a  messy  eater  and  you  want  him  to  develop  better 
table  manners.  The  vegetables  are  all  over  the  table  and  there  are 
pieces  of  meat  on  the  floor.    He  has  a  salad  bowl  in  front  of  hin». 
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No  salad  has  dropped  on  the  floor  or  table  even  though  he»s  taken  some 
to  eat,    fYou  are  Dad  and  you  say  ) 

What*s  Wrong  with  the  Program?    (Responses  are  written  or  verbal) 

Jane  and  Mary,  age  11  and  12,  fight  every  night  over  TV.    Mom  decided 
to  set  up  a  behavior  program  to  change  this.    Mom  defined  her  target 
behavior  as  "no  more  verbal  or  physical  fights,"    She  decided  to  give 
them  each  25  cents  if  they  did  not  fight  for  two  days.    What's  wrong 

with  the  program? 


1. 
3," 


Home  Management  Program,    Phase  I,    The  following  behaviors  were  defined 
and  treated  during  Phase  I  of  the  home  management  program: 

1,  a.    Darting,    Leaving  an  area  assigned  to  him  by  parent  without  asking 

for  permission  or  after  permission  was  efused, 
^*    Asking  to  go.    Asking  permission  to  leave  an  assigned  area  and  only 
going  to  a  place  designated  by  parent, 

2,  a.    Leaving  room  clean.    Leaving  a  room  or  specified  area  as  clean  as 

it  was  before  he  entered  it, 
^»    Leaving  room  messy.    Leaving  a  room  or  specified  area  more  cluttered 
or  dirtier  than  it  was  before  he  entered  it, 

3,  a.    Touching  other  people's  possessions.    Touching  objects  not  belonging 

to  him  or  specified  out-of-bounds  without  asking  permission, 

4,  a.    Polite  requests.    Using  the  terms  "may  I",  "could  I",  "would  you" 

in  a  soft  voice  and  waiting  for  a  verbal  or  physical  response  with- 
out asking  again, 

^*    Interrupting,    Making  imperative  statement  in  a  loud  harsh  voice, 

A  modified  ABA  design  and  a  variation  of  a  multiple  baseline  design  (Baer,  Wolf 
&  Risely,  1968)  was  used  in  treatment.    All  Phase  I  treatment  procedures  were 
identical  except  that  i  ew  target  behaviors  were  added  to  the  contingencies, 
Ted's  time  at  home  was  divided  into  half-hour  blocKS,    Tangible  reinforcement 
could  be  earned  at  the  end  of  each  half-hour  block  with  social  praise  earned 
for  appropriate  behavior  within  time  blocks.    Treatment  for  each  behavior  was 
as  follows: 

1.    Darting  vs.  Asking  to  Go,    Baseline  I  was  taken  during  the  first  week 
of  training.    The  method  of  recording  was  demonstrated  to  mother  who 
took  data.    For  each  complete  half-hour  block,  during  which  Ted  did  not 
dart  a  plus  mark  f-  ^  was  recorded  on  a  chart.    Each  time  he  darted  a 
minus  mark  (-)  was  ..c.llied.    Treatment  staff  role-played  a  series  of 
situations  which  involved  darting  vs,  asking  to  go.    Mother  coded  data 
from  the  simulated  situations  which  was  checked  for  reliability  with 
staff  coding.    Mother  was  told  to  treat  the  behaviors  at  home  "as  usual," 
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Treatment ;    (Week  2  of  training)    Ted  received  a  gold  star  on  a  chart 
for  each  plus  he  earned.    Mother  designed  the  chart  which  she  kept  in 
view  in  the  kitchen.    liaoh  star  was  worth  five  minutes  of  "late  nite" 
i.e.,  five  minutes  extended  beyond  his  usual  bedtime.    If  Ted  "darted" 
he  was  sent  to  his  room  for  the  remainder  of  the  time  block.  Ted's 
room  was  stripped  of  all  high-interest  activities  during  the  treatment. 

Baseline  II;    (Training  Week  3)    Mother  was  told  to  treat  the  darting 
vs.  asking  to  go  behaviors  "as  usual.  .  .  anywpy  she  wanted"  except 
that  she  could  not  use  the  established  contingencies  of  the  program, 
viz.,  stars,  late  nights  or  sending  him  to  his  room.    No  specific  sug- 
gestions were  given  to  mother  for  controlling  the  behavior  except 
those  techniques  she  had  learned  during  training  sessions. 

2.  M^ssy  vs.  clean.    Baseline  I  (Treatment  Week  1)    With  staff  help  mother 
defined  the  targeted  behaviors.    At  home  she  counted  the  incidents  of 
messy  (M)  and  clean  (C).    Ted  earned  a  C  for  each  half  hour  time  block 
during  which  he  made  no  "messes." 

Baseline  II.    (Treatment  Week  2)    Mother  was  told  she  could  treat  the 
behavior  anyway  she  wanted  but  could  not  use  stars,  late  nights  or 
room  time.  f 

3.  Touching  other's  possessions.    Baseline  I  (Week  3)    Mother  defined  the 
behavior  and  recorded  data.    Each  time  Ted  touched  an  out-of-bounds 
item  a  (0)  was  recorded  on  the  chart.    Mother  was  instructed  to  "treat 
the  behavior  as  usual."    Treatment,  which  began  during  week  4,  was 
identical  to  the  treatment  for  darting  vs.  asking  to  go  except  touching 
was  added  to  the  contingency.    Now  if  Ted  daned  or  touched,  he  was 
sent  to  his  room.    If  he  asked  to  go  and  kept  the  area  clean  he  earned 
a  star. 

Baseline  II  began  during  week  7  of  training.    Instructions  to  mother 
were  the  same  as  mentioned  above  under  this  condition. 

4.  "olite  vs.  interrupt.    Baseline  I  (Week  5),  Treatment  (Week  7)  and 
Baseline  II  (  Week  9)  conditions  were  identical  to  those  for  behaviors 
1-3  except  that  polite  and  int  rrupt  were  the  target  behaviors.  Tar- 
get behaviors  1,  2  and  3  were  in  the  Baseline  II  phase  when  treatment 
was  implemented  on  polite  vs.  interrupt. 

Phase  II.    The  following  behaviors  wore  treated  during  Phase  II  of  the  home 
management  program: 

1.    a.    Temper  tantrums;    Stamping  feet,  running  into  a  room  and  slamming 

the  door  hard  after  comniand  had  been  given  by  parent  and/or  yelling 
in  response  to  a  command  or  request, 
b.    Compliance.    Performing  a  behavior  in  time  limit  specified  by  command 
without  exhibiting  temper  tantrum  behaviors. 

Baseline  and  treatment  were  conducted  during  weeks  8  and  9  of  training. 
Hother  designed  and  implemented  every  step  in  the  program  from  problem  definition 


ERIC 


568 


to  graphing  data.    During  treatment  Ted  got  a  five-minute  time-out  (Patterson, 
1968)  for  each  tantrum  and  earned  a  penny  and  praise  for  each  compliance  with- 
out a  tancnim.    'Uaff  did  not  supervise  this  program  or  make  program  suggestions. 
They  only  collected  data  from  mother  each  week. 


CRITERIA  OF  EVALUATION 

Four  criteria  were  used  to  assess  the  success  of  parent  training: 

a.  Knowledge  of  behavior  principles  and  child  management  techniques.  This 
was  measured  through  written  exams  given  at  the  end  of  each  session.    The  exams 
included  items  covered  during  the  session  as  well  as  review  items  from  earlier 
sessions.    The  tests  were  objective,  viz,,  fill  in  the  blank,  circle  the  correct 
answer. 

Sample: 

If  mom  gives  Tom  25^  to  stop  him  from  screaming  in  the  store  mom 
has  .^....^.^....^..........^..........^^         reinforced  Tom's  screaming  behavior, 

(positively,  negatively) 
If  a  program  fails  name  two  possible  reasons, 

1,  

2,  

b.  Maintenance  of  behavior  change  at  pre-established  criteria  levels. 
Maintaining  a  level  over  80%  for  "asking  to  go,"  "leaving  room  clean"  and  polite 
approaches  and  less  than  1  "touch  per  hour"  were  established  as  success  levels. 
Mother  counted  the  behaviors  at  home  and  reported  data  to  staff  weekly, 

c.  Change  in  the  "quality"  of  child  management  skills.    Change  was  assessed 
through  rating  pre  and  post  video  tapes  of  mother  responding  to  simulated  child 
management  problem  situations,    A  six  point  Likert  type  scale  was  developed  to 
rate  gains  in  child  management  skills  (Brockway,  1973).    Two  independent,  reliable 
observers  rated  the  pre  and  post  tapes.    Below  is  a  partial  protocol  for  rating 
one  skill,  viz.,  verbal  reinforcement. 


1 

N,A, 

NeVer  Seldom 

Unually 

Often 

Always 

Praises  appropriate  behavior 

0 

1  2 

3 

4 

S 

Gives  ^aise  freq^uently 

0 

1  2 

3 

4 

5 

Gives  praise  immediately 

0 

1  2 

3 

4 

5 

Speaks  in  warm  tone 

0 

1  2 

3 

4 

5 

Speaks  enthusiastically 

0 

1  2 

3 

4 

5 

Uses  different  phases/words 

0 

1  2 

3 

4 

5 

Facially  aYiimated  when  speaking 

0 

1  2 

3 

4 

5 

Makes  praise  statements  without 

0 

1  2 

3 

4 

5 

mixing  punishing  statements 


Ratings  were  taken  on  mother's  performance  in  the  following  areas:    verbal  rein- 
forcement, physical  reinforcement,  limit-setting,  consistency,  giving  a  time  out, 
ignoring,  repeat  to  success, 
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d.    Positive  behavior  change  in  parent,  designed  program.    In  the  final 
phases  of  training  mother  designed  a  program  to  modify  a  behavior  not 
treated  during  the  training  period.    She  was  responsible  for  all  phases 
of  program  development  and  implementation.    Mother  counted  behaviors  at 
home  and  reported  to  staff  weekly. 

Inter judge  Agreement 

Tnterjudge  Agreement  on  written  tests  was  obtained  by  having  two  staff 
members  grade  the  exam  papers.    Since  the  tests  were  objective  percent 
agreement  was  100, 

Two  independent  raters  were  trained  to  use  the  child  management 
assessment  scale.    They  discussed  behavioral  definitions  and  coded  parent- 
ing skills  from  role-played  situations  similar  to  the  pre  and  post  video 
tapes.    Agreement  on  definitions  and  coding  was  obtained  prior  to  tape  view- 
ing.   The  rating  code  was  divided  into  three  categories:    Not  applicable 
(X,A,);  Never  and  Seldom;  Usually,  Often  and  Always,    The  interjudge 
agreement  was  calculated  by  dividing  the  total  number  of  agreements  within 
categories  by  the  total  number  of  agreements  plus  disagreements.  The 
agreement  percentage  was  91,0, 

No  interjudge  agreement  checks  were  made  on  mother's  recording  be- 
haviors in  the  home.    However,  prior  to  treatment  of  any  Phase  I  behavior, 
staff  role-played  and  discussed  a  variety  of  situations  involving  the 
targeted  behavior  which  might  occur.    For  example,  Ted  speaks  in  harsh 
tone,  but  says,  "please,  may  I?";  Ted  leaves  the  room  clean  but  briefly 
runs  into  an  undesignated  area  to  get  a  new  toy.    Mother  coded  each 
situation.    Practice  coding  continued  until  staff  and  mother  achieved  per- 
fect agreement,  100  percent. 


RESULTS 

Test  Results;    (Table  1)    The  post  instruction  objective  tests  were 
given  to  assess  the  amount  of  information  the  family  members  learned  each 
session.    Test  scores  of  mother  and  George,  age  16,  averaged  89  and  81 
respectively.    Ted  and  Joe,  age  13,  averaged  50  and  66.    If  test  results 
are  taken  as  the  only  criteria  this  indicates  that  Ted  and  Joe  did  not 
learn  as  much  during  training  as  lother  and  George. 


Put  Table  1  About  Here 


Child  Management  Assessment;    (Table  2)    Since  the  data  was  on  an 
ordinal  scale  within  pairs  and  the  samples  were  related  (the  S  served  as 
her  own  control  pre  and  post)  the  Sign  Test  (non  parametic)  was  utilized 
(Siegel,  1956).    Interest  was  only  in  change  in  one  direction  (behavior 
improvement)  and  a  one  tailed  test  was  employed.    The  "quality"  of  parenting 
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skills  within  techniques  changed  significantly  ir.  the  direction  of  "good", 
tr»  "oxoellont"  ;t  sv-oro  .■•t*  4  or  5  on  the  scale)  between  pre  and  post  role- 
played  video  tr.pes. 


Put  Table  2  About  Here 


Hone  Management  Program;    (Table  3)    Phase  I:    (Figure  1)    All  Phase 
I  behaviors  produced  a  change  in  the  d  sired  direction  between  Baseline  I 
and  treatment  (the  predetermined  success  levels  were  met  and  maintained). 
There  were  no  changes  in  the  direction  of  Baseline  I  during  Baseline  II. 
Using  procedure*?  she  had  learned  in  training..' mother  was  able  to  maintain 
Ted^s  behaviors  at  the  success  criteria  levels  during  Baseline  II. 


Put  Table  3  and  Figure 
1  About  Here 


Phase  li:    (Figure  2)    There  was  a  chanjge  in  the  percent  of  time  Ted 
complied  without  tantrums  between  baseline  (X  =  79%)  and  treatment  (IT  =  85%). 
This  indicates  that  mother  had  learned  general  strategiss  for  modifying 
behavior. 


DISCUSSION 

Kxperimental  control  in  Phase  I  (Figure  1)  was  demonstrated  within 
the  multiple  baseline  design.    The  change  in  behavior  from  Baseline  I 
levels  to  Baseline  TI  supports  the  effectiveness  of  increased  parenting 
y  Wis  in  maintaining  behaviors  at  desired  levels.    In  the  Baseline  II 
wudition  mother  was  to  respond  to  the  behaviors  "as  usual"  and  the  program 
contingencies  were  lifted.    However,  since  she  had  been  exposed  to  train- 
ing her  "usual"  parenting  skills  had  changed.    If  future  research  in  this 
area  incorporates  both  a  reversal  (ABAB)  design  and  a  Baseline  II  condition, 
it  would  delineate  more  clearly  the  amount  of  change  in  treatment  condi- 
tions due  to  program  contingencies  vs.  increases  in  parenting  skills. 
The  success  of  Phase  IT  and  Baseline  II  indicates  that  mother  not  only 
learned  specific  management  techniques  she  also  learned  general  strategies 
enhancing  the  credibility  of  a  prevention  oracnced  model. 

This  study  has  several  limitations:    One,  it  did  not  delineate  what 
training  variables  or  parent  management  skills  were  effective.    One  only 
knew  'n  a  gross  sense  that  something  worked..    This  suggests  that  future 
resenrch  in  parent  training  should  focus  on  a  component  analysis  of  the 
effectiveness  of  specific  training  devices.    For  instance,  can  role  play 
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and  behavior  rehearsal  alone  produce  as  much  positive  change  as  role  play 
rehearsal  plus  didactic  instruction.    Secondly,  it  would  have  been  advan- 
tageous to  have  had  the  parents  carry  out  more  than  one  self -designed 
treatment.    Thirdly,  follow  up  data  on  the  child's  behavior  and  further 
programs  the  parents  implemented  would  greatly  enhance  the  significance 
of  the  study. 

Parent  training  focused  primarily  on  developing  mother's  management 
skills,  although  other  family  members  attended  the  sessions  and  partici- 
pated in  the  discussions  and  role-plays.    The  ability  of  Ted's  brothers  to 
use  behavior  modification  tactics  was  not  systematically  measured.  While 
test  results  do  indicate  the  younger  boys  learned  some  principles,  the  dis- 
cussions and  exams  were  primarily  geared  to  mother.    Protocols  for  teaching 
younger  siblings  to  understand  and  perform  behavior  modification  need 
development.    Sibling  training  within  a  prevention-oriented  model  would 
enhance  the  maintenance  of  desired  behavior  over  time  and  environment  since 
siblings  often  spend  as  much  or  more  time  with  a  problem  child  than  the 
parents. 

Paternal  involvement  in  this  training  program  was  minimal.    His  job 
kept  him  out  of  town  for  several  days  at  a  time.    The  program  data  may 
indicate  the  necessity  for  training  both  parents  in  two-parent  families. 
Note  the  triangle  on  the  graphs.    The  data  following  the  triangle  becomes 
more  stable  and  grows  in  the  desired  direction.    Review  of  the  data  indicated 
extreme  differences  in  behavior  away  from  the  desired  direction  when  father 
was  in  town  vs,  out  of  town.    The  parents  were  interviewed  separately  and 
the  data  differences  noted  ,    Father  admitted  he  did  not  understand  the 
program  and  in  front  of  Ted  would  often  disagree  with  his  wife  on  her 
management  decisions.    Mother  confirmed  this  behavior.    Treatment  staff 
explained  the  program  and  discussed  the  necessity  for  the  tight  contin- 
gencies on  Ted,    Father  signed  a  contract  with  staff  and  his  wife  which 
stipulated  both  his  and  mother's  behaviors  in  relation  to  the  program. 
The  triangle  denotes  the  day  father  signed  the  contract.    While  variables 
were  not  controlled,  the  data  does  suggest  the  possible  necessity  for 
parental  agreement  in  operating  behavior  programs.    Further  research  is 
needed  to  demonstrate  the  efficiency  of  parent  training  with  one  vs.  both 
parents  as  well  as  training  individual  families  or  groups  of  families. 

The  results  of  the  pre-post  training  video  tapes  and  the  written 
exams  demonstrates  mother's  ability  to  intellectualize  and  perform  behavior 
modification.    Her  ability  to  design  and  carry  out  her  own  programs  demon- 
strates the  efficiency  of  parent  training  in  maintaining  and  generalizing 
desirable  behavior  change  in  mother  and  child  across  time  and  environments 
while  minimizing  treatment  staff  time. 

Except  for  staff -parent  interjudge  agreement  checks  on  simulated  pro- 
gram behavior  prior  to  treatment  conditions,  no  reliability  ratings  were 
attempted  in  the  home.    This  could  be  done  with  periodic  staff  visits  or 
confederate  neighbors.    However,  the  author's  argue  that  interjudge 
agreement  rating  done  in  the  clinic  setting  involved  the  observation  of 
more  salient  behaviors  and  in  that  way  were  more  valid.    Often  parents 
report  that  in  short  term  (1-2  hour)  home  observations  the  child  "was  not 
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really  as  bad  as  usual.*'   Discussion  with  staff  at  the  residential  insti- 
tution who  had  observed  children  in  their  home  and  residential  setting 
supports  this  fact.    Therefore,  parent-staff  agreement  on  a  wide  range  of 
potential  behavior  of  similar  topography  may  constitute  a  more  valid  ob- 
servation.   Inferences  of  agreement  across  settings  could  be  reasonably 
made  even  if  home  observation  reliability  is  sacrificed.    This  type  of 
agreement  rating  may  prove  more  useful  for  a  broad  range  of  social  be- 
haviors.   Of  course,  both  types  of  agreement  could  be  obtained  (clinic  and 
home)  which  would  resolve  the  methodological  difficulties.  However, 
even  if  it  home  agreement  checks  were  more  valid  than  clinic  settings 
this  type  of  data  collection  is  not  feasible  to  a  majority  of  clinicians. 
They  are  limited  by  staff  numbers  and  staff  time. 

For  any  training  model  to  function  as  a  prevent ion -model  the  setting 
from  which  the  training  was  delivered  should  be  examined.    In  order  to 
actually  prevent  severe  behavior  problems  in  families,  training  should 
be  offered  through  pre-marital  and  pediatric  clinics,  as  part  of  pre- 
marital counseling  and/or  as  a  component  of  family-life  curriculum  in 
high  schools,  through  research  the  field  is  developing  effective  inter- 
vention strategies.    A  prevention  model  can  be  described  as  an  effective 
intervention  model  delivered  through  "natural  environments"  or  prevention 
settings,  i.e.  pre-problem  settings.    Since  the  training  model  of  this 
setting  was  delivered  through  a  problem  setting  viz  a  residential  treat- 
ment center  it  lacks  one  essential  component  of  a  prtwention  model. 

Ultimately  a  prevention-oriented  parent  training  model  should  evolve 
into  a  self-generating  system,  i.e.,  there  should  be  minimal  direct  me?ital 
health  professional  involvement  in  implementation  and  supertrision  of  the 
model.    Parents,  pediatric  clinics,  pre-marital  counselor  and  high  school 
faculty  who  have  been  trained  should  become  the  parent  trainers  and  pro- 
gram implementers. 

In  summary,  as  a  method  of  achieving  positive  behavior  changes  in 
children  parent  training  has  emerged  as  a  powerful  intervention  technique 
(Berkowitz  §  Graziano,  1972).    As  a  treatment  approach  it  involves  limited 
professional  involvement  in  terms  of  the  gains  achieved  and  enhances  main- 
tenance and  generalization  of  desirable  behavior  since  the  programs  can 
be  carried  out  in  the  natural  environment.    A  prevention-oriented  model 
needs  to  incorporate  training  on  problem  solving  strategies  and  in  a  broad 
range  of  possible  behavior  problems  of  children  and  not  be  limited  to  the 
successful  modification  of  a  presenting  problem.    This  study  incorporated 
these  procedures  and  can  be  considered  a  prevention-oriented  model  that 
needs  further  research  on  a  wider  client  population. 
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Table  1:   Average  behavior  management  exam  scores 

Table  2:    Statistical  significance  of  changes  in  mother's  parenting  skills 
on  pre  and  post  treatment  role  plays  of  potential  problem  be- 
haviors 


Table  3:  Changes  in  and  maintenance  of  Ted's  behavior  across  treatment 
phases  assessed  in  relation  to  the  predetermined  success  cri- 
terian  levels 
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FIGURES 


Figut*e  1:   Changes  in  and  maintenance  o£  Ted»s  behavior  across  treatment 
phases* 
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i?:cKiiASiNn  Tiii:  srnxii  intln'Shy  of  a  niTAriuKD-BiOTroiiALLY 

DIwSTlJIlBKD  STUUIINT  IN  A  PUBLIC  SCHOOL  CUSSr.('(Tr!* 
Topj  F.vans,  Laura  Pierce,  Robert  York,  and  lou  Brown 
.•laUison  Public  Schools  and  University  of  Wisconsin 


Hie  presence  of  an  atyiiical  pattern  in  an  individual's  speech  may  result 
in  that  individual  experiencing  serious    social,  academic  and  vocational 
problens.    Those  problcns  center  about  the  fact  that  sono  atypical  patterns 
may  render  an  individual's  speech  nonfunctional  for  commtmication  with 
otlieri  ,    Cioncrally,  atyj>ical  speech  patterns  are  considered  to  be  the 
result  of  j/oor  articulation,  marked  stuttering  or  severe  lispinf.  liowcver, 
extremely  low  intensity  speech  may  also  bo  considered  an  atypical  pattern 
in  that  it  can  also  result  in  nonconmunicative  speech.    In  fact,  an  indi- 
vidual displaying  extremely  low  intensity  speech  often  generates  serious 
instructional  difficulties  for  a  tcaclier  that  encounters  sucli  an  individual 
in  itis  or  her  classroon.    For  example: 

a.  It  is  necessary  for  the  teacher  to  remain  in  close  proxinity  to 
the  student  in  order  to  discern  the  content  of  his  or  her  speech. 
However,  tliis  proximity  reiluces  tlie  nobility  and  freetlon  of  the 
teacher  and  does  not  provide  a  direct  means  of  remediating  the 
intensity  problem. 

b.  Repeated  requests  by  the  teacher  may  be  necessary  to  elicit 
normal  intensity  speech  from  tlic  student.    Htcse  requests 
probably  represent  v*asted  instructional  time  for  both  the 
student  displaying  low  intensity  speech  as  well  as  the  othor 
students  in  the  classroom. 

c.  Tlie  teacher  may  avoid  making  requests  that  require  a  student 
with  low  intensity  speech  to  respond  verbally  due  to  the 
Jimount  of  time  and  difficulty  in  obtaining  audible  responses. 
In  this  case  the  student  receives  little  insti'uction  or 
practice  in  speaking,  therefore,  other  sneech  and  language 
problems  might  develop.    Again,  no  direct  moans  of  remediation 
is  attempted, 

d.  Tlie  student's  speech  nay  go  unnoticed  or  may  be  disregarded. 
Thus,  duo  to  the  lack  of  effect  tiiat  his  or  her  s])cech  has 

upon  tlie  immediate  environment,  the  student  may  be  systematically 
taught  to  speak  less  often. 


*  This  paper  v/as  supported  in  part  by  Grant  No.  OI:G-0-73-6137  to  the 
University  of  IVi scons in-Hadi son  from  the  Department  of  HF17,  Bureau 
of  Education  for  the  Handicapped,  Division  of  Training  Programs, 
Washington,  D.C. 
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0.    Tlic  teaclior  way  find  it  necessary  to  al>aiu!on  j-ortjons  of  the 
curriculuM  for  a  student  si'cal.i up,  vith  oxtrer'oly  lot.  r,,  ccd. 
Intensity,    'iliat  is,  instruction  in  areas  juic':  as  ornl  rcf.Ht:'*, 
tolo]'hc)]ic  corsKunication,  or  intoi'vi ovHii.t'  for  onj'lo.'t.icr.t,  rA'-ht 
he  considorc*:  a  wastcil  effort  if  a  stfJ.cnt  Wis  '.i ffic.ilty 
j.orforiiin.T  the  srot'c''  con]  oncnts  rooiiircd  by  tliosc  tasl.s, 
Tliis  is  a  particularly  intolcnil  le  sitriition  in  V.nt  tKt.- 
stuucjit  is  I»03i:«»  uyhicv.  I'.m  oj  i'urtU5;it.y  u»  <.  cvi:lo]  ot'.or 
crucial  sl.ills. 

Viiis  lapor  j  rescnt.s  a  j  rrgran  tnat  was  uei.jj»i:Ov;  to  cnrr«ct  I'.-.c 
uxtrcucly  io\.-  iatci.uily  s)yoc«-.»  Uisi-laycv.  l.y  a  "rctarucwl-uiotionaliy 
oistuii.oi."  stuucr.L,    Vl.ir.  stuJeut  cxl.il  itw  1(.-.;  ii.tcni.ity  i.-coi:;;  ii. 
cl:.ii:iroor.i  instruct :('i;al  scttinr.};,  lut  on  rare  occasioai:  h.iiC  nc-oa  i)i-st."rv'": 
to  use  spcccii  of  aipi-oxiuatoly  nornal  intensity  ii.  nonacatler.ic  sottinp.r. 
(c,!j.,  recess,  luncli).    It  was  hypothosiseu  that  the  stuUent  !v:i.s  cav-a'wic 
of  omitting  spcocii  of  norwal  intensity  'uit  tiiat  the  stinuli  control  iinj', 
mjc!  Si'cec'i  \;crc  not  oj:erative  in  classroon  instructional  sottin,'^:., 
I  ron  tliis  hyjothosis  a  j'rof'.rari  \;as  f^enerateU  to  r.ovcio]'  t!ic  uso  cf 
nornal  intensity  speecli  in  classroonj  settinj'.s. 


Ton  was  a  M-y«?ar-old  nale  cnroUcU  in  a  Sj-ccial  i/.ucation  clasr.  )n 
tiio  :.adison  Public  School  Systcn,  :.aUison,  l.'iscon?ir.    Previously  Toi: 
haw  boon  involved  in  i  rograns  at  a  day  care  facility  af'T'ini  store''  by  tlu- 
local  Association  for  Retarded  Citizens  and  a  stitc  rosiucntial  iistitut'o 
for  the  nontally  ill,    Torj»s  cunulative  school  folder  containev  eiiucatiosm 
i  syci.olosical,  nodical,  and  psychiatric  re'iorts  i.hich  i:.clu!c.'.  sue:, 
vuric..  diaj'.Tioses  as  "organically  dauaf.ed,"  "sehizopiireiiic,"  "grossly 
retarded,"  and  '•nanifcsting  a  reactive  onotional  disturlanco,-'  V'.c* 
}:ost  recent  j  syclior.etric  tcstini;  (Stanfoi'd-pjinet)  irdicated  nv.  I/\ 
score  of  r>j  at  a.",o  i;»,    Lo\;  intensity  speech  is  rcrcateitly  rjcntitncd 
witl.  tliC  earliest  rf'f-.n*oncy  avj^carii.g  at  a^o  yevc:i,    .'t  'i^^  7  f'n  oral- 
jerijiioral  cxar'  jerforrwi  i:    a  uo«iical  sj'ccialist  \ai'.  iicai'vc,  i nJicn M • 
L;:ai  V(«ri  .h.'ii:  satisfactory  1 1 ;.-toii«juc  control  for  s;*oocIi  nrc-( luetics., 
'iims,  no  a^  rrrent  or^ianic  basis  for  Ms  lov  intensity  sj  (;«.'c':  \  :is  r";  i-rto  . 
/.t  t;.o  initiation  of  tldr  j  ron.raw  Ton  \.as  inaui'.iblo  beyond  a  I'.istanc.- 
of  about  five  feet,    I'tlier  behaviors  exhibited  included  consistorv  -^'.J. 
often  ii»a]i]'roj.riatc  sniUn:;  and  a  nunbcr  of  bisr.aro  notor  iv.venci.t'-.. 

rare  occasions  (e,<'.,  rocuss)  Ton  s]  ol  c  '-ith  v.*hat  was  r«v".;irdt'i:  as 
nornil  intensity  s]  eecis,  but  in  classroon  sottinrs  his  s?'«'oc-  ^.-as  'ilnost 
inauo.ible, 

Pro</.ran  ;)esi{;n 


Icthod 


Student 


The  instructional  ]>ro.'',ran  was  dividcti  into  four  pljnscs.    In  PI:asc  I 
Ton  M-is  taught  to  initate  individual  words,  at  a  nornal  intensity. 
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ffioaeled  by  a  practice  teacher  (Tj)  at  three  different  distances  fron  Tjt 

face-to- face,  eight  feet,  and  fTttoen  feet.    Instruction  was  conductoa 

on  a  one  to  one  tutorial  basis  by  Tj[  in  the  Instructional  Materials 

Center  (IfIC)  of  the  school.    In  Phase  II  Ton  was  taught  to  initatc 

plirasos ,  at  a  normal  intensity,  nodcled  by      at  tho  same  three  distances. 

In  Pitas c  III  Tom  was  taufjht  to  answer  questions,  at  a  normal  intensity, 

asked  by  Ij  at  th«  sane  three  Uistances,    In  ifTaso  IV  Ton  was  taught  to 

ansyer  questions .  at  a  uomml  intensity,  asliotl  by  l  is  re<nilar  teacher 

in  his  usual  classroom  (T^)  at  the  three  distances,  ^ 

Baseline  measures  of  Tora's  performance  at  all  the  distances  for  all 
I)hases  were  obtaiiied  jTior  to  the  start  of  instruction  on  Phase  I,  After 
Tom  j>cr formed  at  criterion  level  at  one  distance  within  a  j.Jjase,  ro-baselinc 
measures  of  correct  res])ondinK  (acceptable  intensity)  wcrc'apain  obtainetl 
at  tlic  r.ext  farthest  distance  in  that  j'hase,    blien  Ton  performed  at 
criterion  level  at  all  three  distances  within  a  phase,  re-baseline 
measures  of  Ton's  ])erformance  at  the  nearest  distance  in  the  subsequent 
phase  was  obtained, 

Tliis  design  was  used  in  an  attempt  to  delineate  transfer  of  training 
or  generalization  effects,    Tliat  is,  it  was  of  concern  that  the  effects 
of  instructioit  on  sinj^lo  responses  and  nearer  distances  v;ould  foncralir.t? 
to  more. conj. lex  rcs].onses  and  furtljcr  distances.    In  addition,  it  v:as  of 
concern  that  the  Criterion  j)erfori;ance  levels  o!  t.-tinci'  by  Tj  in  tb.e  I.'C 
would  «'onyrali2c  to  jji  in  tjic  usual  classroom  sottii.^;. 

Instructional  flattings  and  Materials 

V.iv  first  three  pliases  of  the  progran  wore  conducted  in  the  I'-C  of 
tlie  school  witli  only      present.    The  fourtii  phase  was  conducted  in  Tor.'n 
usual  classrooM  wiv!»  ITis  classmates  and      I'rcsent,    Instruction  v;us 
conducted  und'jr  conditions  in  which,  tlirce  differer.t  distances  separated 
Ton  and  the  tcaclier  because  such  separation  provided  (1)  sone  means  of 
quantifyijig  "speech  intensity"  and  (2)  instruction  nnd  jractice  of  normal 
intensity  speccli  under  varying  conditions.    The  distances  requirotl  were 
meas;.red  prior  to  tlte  program  and  marked  in  heavy  black  pencil  on  the 
floor,    Tom's  position  was  held  constant  through,  all  four  phases  while 
the  teacher  moved  according  to  the  distances  required  in  each  ph.-iso, 
distractions  were  licld  at  a  minimuii  during  Phases  I,  II  and  III,  but  ko 
attorr.j  ts  were  nado  to  cl»ange  the  usual  classroom  setting  during  Phase  IV. 
In  all  j)hases,  Tom  and  the  teacher  were  seated  facing  each  other. 
Instruction  took  place  five  days  a  week  and  lasted  for  fifteen  minutes 
eacii  day. 

Instructional  Procedures 

Correct  responses  were  defined  as  the  production  of  appropriate  \/ori!s, 
plirasos  or  answers  at  nonaal  speech  intensities,    TIius,  in  order  to  be 
corsidered  correct  a  response  had  to  meet  two  different  criteria: 
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appropriateness  and  normal  intensity.    However,  it  had  been  dctemined 
prior  to  the  start  of  the  program  that  Tom  could  correctly  imitate  all 
of  the  words  and  phrases  that  were  utilized  ar.d  answer  all  of  the 
questions  correctly.    Tims,  it  was  anticipated  that  incorrect  respoisding 
would  be  a  function  of  Tom's  intensity  of  speech. 

During  instruction  correct  responses  were  cons equated  witli  smiles 
and  verbal  praise  (e.g.,  "r.ood  talking,"  "way  to  be  loud").  Following 
an  incorrect  rosjionso,  either  teacher  said,  "No  Tom,  louder"  and  modeled 
th3  app-j-opriate  response  at  the  correct  intensity.    If  Tom  imitated  the 
teacher's  mod;^  at  the  correct  intensity,  he  was  verbally  praised. 
Instruction  c-jntinued  at  each  distance  until  Tom  responded  without  error 
on  two  conac  utive  trials*   A  trial  was  defined  as  one  presentation  of 
each  of  five  ^ues  (e.g..  Phase  I:    No,  Hello,  Roodbye,  Yes,  Ton).  Tims, 
to  proceed  to  the  next  distance  or  j>hasc  Ton  wis  required  to  make  10 
consecutive  correct  responses  on  the  task  on  which  he  was  receiving 
instruction. 

Tlie  exact  design  of  the  instructional  program  is  outlined  below: 
T'h&se  1 1    Teaching  Tom  to  Imitate  Single  Words.  AVAILABLE 

Tho  following  words  were  modeled  by  Tj  for  Ton  to  imitate:  N'o, 
Hello,  Goodbye,  Yes,  and  Tom.  " 

Face-to  -Face  -  Tom  and  Tj  sat  faco-to-face  in  the  VC,  said, 
"Tom  say  (word)."  "Ti  followed  the  previously  described 
teacliing  procedurcsror  correct  or  incorrect  responding. 
TJiese  procedures  weie  followed  until  Tom  correctly  imitated 
the  five  single  words  on  two  consecutive  occasions. 

Eight  Feet  -  Tj  sat  a  distance  of  eight  feet  from  and  facing  Tow. 

The  re> baseline  and  teaching  procedures  described  above  were 

followed  until  Ton  reached  criterion  (2  errorless  trials)  at 
eight  feet  from  • 

Fifteen  Feet  -  Tj  sat  a  distance  of  fifteen  feet  from  and  facing 
Tom.    The  re-baseline  and  teacliing  procedures  dcscribetl 
above  were  followed  until  Tom  reached  criterion  (2  errorless 
trii^ls)  at  fifteen  feet  fror.:  Tj. 

Phase  11;    Teaching  Tom  to  Imitate  Phrases. 

The  frl lowing  five  phrases  were  modeled  by  Tj  for  Tom  to  ^mitate: 
Badger  School:  CoodJIorning,  !lr.  I;vans;  H^llo,  Ms.  Pierce; 
Goodnight,  mother;  The  weather  is  (  ). 

Face-to-Foce  -  Tom  and  Tj  sat  face- to- face  and  Tj  said,  "Tom  say 
(phrase) ."   Tj  followed  the  previously  delmcatetl  teaching 
pvoceaure  for  correct  or  incorrect  responding.    Tnese  jnocedures 
were  follo\;ed  until  Tom  correctly  imitated  the  five  phrastf»s  on 
tv;o  consecutive  occasions. 
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i^ipMiJ&ot  -  Jx  ^'^^  a  distance  of  eight  foot  from  and  facing  Ton. 
TIio  re-l>nsolinc  and  toachi>ig  )>rocciIuros  described  above  v/erc 
followoii  until  Ton  roachotl  criterio]i  (2  errorless  trials)  at 
eight  feet  from  Tj. 

Fifteen  rect  -      sat  a  distance  of  fifteen  foot  fron  and  facing 
Ton,    Die  re-baseline  and  teaching  procedui'es  described 
above  u-ore  followed  until  Ton  reached  criterion  (2  errorless 
trials)  at  fifteen  feet  fron  Tj. 

Phase  III;    Toachinr  Tor  to  Answer  Questions. 

TIio  follo\:inr  fjucstions  v;ere  askci^  by  Tj:    l.'^iat  is  your  nanc? 
ir.iat  are  wo  havinp.  for  lunch?   l.licre  .'.o  yow  live?    il.at  Is  your 
l!x>;i»  uiaii  or?    \:,.at  art-  your  i-arcnt's  i;anos?  ' 

racc-to-racc  -  Torii  and  Tj  sat  face-to- face  and  Tj  asKed,  "Top! 

(question)."   T^  followed  the  jroviously  deljncatet!  teaching 
l^roceUure  for  correct  or  incorrefct  respond  inf.,  TIicso 
procedures  were  followed  until  Ton  correctly  answered 
the  five  questions  on  two  consecutive  occasions. 

fight  Feet  -  sat  a  distance  of  eight  feet  froH  and  facing  Ton. 
The  re-baseline  and  teaching  jirocedures  described  above  v/ero 
followed  until  Ton  reached  criterion  (2  errorless  trials)  at 
eight  feet  fron 

Fifteen  Feet  -      sat  a  distance  of  fifteen  feet  fron  and  facing 
Tom.    The  re-baseline  and  teaching  procedures  described 
above  were  followed  until  Ton  readied  criterion  (2  errorless 
trials)  at  fifteen  feet  fron  Tj* 

Phase  IV;    Teacliing  Ton  to  Answer  Questions  Asked  by  his  Regular  Teaclier 
m  the  Ijsual  Classroon  Setting. 

Tne  questjons  were  the  sane  as  tliosc  used  in  Phase  III. 

Face-to-Face  -  Hopeated  procedures  fron  Phase  III  with  To  in  tlie 
usual  classroon  setting. 

Fight  Feet  -  llepeat  proceiUires  fron  Pliase  III  with  To  in  the  usual 
classroon  setting.  ~** 

Fifteen  Feet  -  Rej^eat  procedures  fron  Phase  III  witli  To  in  tlio 
usual  classroon  setting.  ~* 


Results  and  Discussion 

Prior  to  instruction,  Ton's  perfornance  on  each  task  of  each  phase  of 
the  progran  was  assessetl  (baseline).    Tlus  jierfornance  is  depicted 
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grai)hically  in  Figures  l-A,  2-A,  3-A,  and  4.A.    As  can  be  discerned  fror. 
trials  1  and  2  Figures  1,  2,  3  and  4,  Ton  did  not  respond  correctly  at 
any  distance  during  any  phase.    Tliat  is,  Tom  spoke  at  such  low  intensities 
that  his  speech  was  judged  by  the  teachers  as  insufficient  for  normal 
interpersonal  conanunication. 


Phase  X: 


During  trials  3  and  4  re-baseline  ncasuros  of  Ton»s  performance  in 
imitating  single  word  resi>onses  at  a  normal  intensity  while  face-to- face 
with  T  were  obtained.    As  can  be  discerned  fror.j  Figure  1-B,  Ton  continued 
to  respond  incorrectly  during  trials  3  and  4  and  a  total  of  6  tcachin«» 
trials  (Figure  1-C)  were  requirei'  before  Tom  reached  the  instriictional 
criterion  of  2  consecutive  errorless  trials. 

At  trials  13  and  14  (Figure  1-D)  Tom  was  ashed  to  imitate  the  f. 
words  at  an  intensity  that  was  judged  normal  at  a  distance  of  8  feet 
from  Tj.    Tom  made  2  out  of  a  ijossible  5  correct  responses  in  both  of 
the:5e  trials.    It  should  be  noted  that  during  the  initial  baseline 
period  (Figure  l-A,  trials  1  and  2)  Tom  did  not  make  a  single  correct 
respoiwe.    At  trial  IS,  (Figure  1-E)  instruction  was  initiated  and  only 
4  teaching  trials  were  required  for  Tom  to  reach  criterion  at  the  8  foot 
distance. 


At  trials  19  and  20  (Figure  1-F)  Tom  was  asked  to  imitate  tlie  5 
words  at  an  intensity  that  was  judged  normal  at  a  distance  of  IS  feet 
from  Tj.    As  can  be  discerned,  Tom  made  3  and  4  out  of  a  possible  5 
correct  responses  respectively.    Again,  it  should  be  noted  that  Ton»s 
performance  improved  markedly  when  compared  to  his  performance  on  the 
initial  baseline  period.    At  trial  21  (Figure  1-6)  instruction  was 
initiated  and  only  4  teaching  trials  were  required  for  Tom  to  reach 
criterion.    Tlius,  by  trial  25  Ton  had  demonstrated  that  he  could  imitate 
single  i*ords  at  a  normal  intensity  at  3  different  distances  fror=i  Tj. 

Phase  II; 

the  jjrogram  consisted 

Of  the  imitation  of  5  phases  at  a  nonaal  speech  intensity.    At  trials  26 
ana  27  (Figure  2-H)  Tom  was  asked  to  imitate  the  5  phrases  while  face- 
to-face  with  Ti.    Tom  made  2  and  3  out  of  a  possible  5  correct  responses 
on  these  trials.    Tius  })erformance  represents  an  improvement  over  the 
initial  baseline  performance  (Figure  2-A,  trials  1  and  2)  when  Tom  made 
no  correct  responses.    Teaching  began  on  trial  20  (Figure  2-1)  and  after 
5  training  trials  the  instructional  criterion  was  reached. 

At  trials  33  and  34  (Figure  2- J)  Tom  was  asked  to  imitate  tlie  5 
phrases  at  a  distance  of  8  feet  from  Ti .    Again,  Ton  demonstrated 
improved  performance  over  the  initialtaseline  trials  by  making  3  and  4 
correct  responses  on  these  trials.    Instruction  on  these  responses  began 
on  trial  35  and  was  completed  in  only  3  teacliing  trials  (Figure  2-K). 
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The  last  stop  in  Phase  XI,  Tom*s  initation  of  S  phrases  at  a  distance 
of  15  feet  from  Tj,  was  re-baselined  on  trials  38  and  39  (rigure  2-L) . 
Ton  performed  at  criterion  level  on  these  trials  and  therefore  no  instruc- 
tion was  required.    Ton*s  performance  on  these  trials  represents  an 
inprovement  from  zero  correct  during  initial  baseline  (J'inure  2-A,  trials 
1  and  2)  to  errorless  performance  on  these  sane  responses  v/ithout  specific 
instruction  (Figure  2-L,  trials  38  and  39). 

Phase  III! 

In  Pliaso  III  Tom  was  required  to  answer  5  questions  asked  by  Tj.  At 
trials  40  and  41  (Figure  3-n)  Tom  was  asked  the  5  questions  while  lie  was 
face-to-face  witl»  the  Tj^.    In  both  of  those  trials  he  nado  4  out  of  the 
5  possible  correct  answers.    Instniction  befjan  on  trial  42  (Figure  3-N) 
and  only  3  teaching  trials  were  necessary  to  reach  criterion.    In  the 
remaining  tasks  of  Phase  III,  Tom  was  asked  to  answer  the  same  questions 
at  first  8  and  then  15  foot  distances  from  Ij.    Tom  answered  all  questions 
correctly  at  botli  tlic  S  foot  (Figure  3-0)  and  the  15  foot  distances 
(Figure  3-P).    Thus,  Tom*s  answers  on  trials  45,  46,  47  and  48  were 
correct  on  re-baseline  even  though  none  of  the  questions  had  been  answored 
correctly  during  the  initial  baseline  trials  (Fif^urc  3-A,  trials  1  and  2). 

Phasfe  IV: 

T!ie  final  phase  of  the  program  required  Tom  to  answer  the  same 
questions  as  in  Phase  III,  but  they  were  asked  by  T^  in  his  usual  classroom 
setting.    As  can  be  discerned  from  trials  49-54  (Figure  4-Q,  4-R,  and  4-S), 
Tom  performed  error lessly  during  the  re-ba<selining  of  Phase  IV.  Of 
course,  this  represents  a  dramatic  improvement  over  zero  correct  respondinp, 
during  the  initial  baseline  trials  (Figure  4-A,  trials  1  and  2). 

Tivo  aspects  of  the  results  indicate  that  transfer  of  training  or 
generalization  effects  were  obtained.    First,  during  initial  baseline 
(Figures  1-A,  2-A,  3-A,  4-A,  trials  1  and  2)  Tom  did  not  respond  correctly 
to  any  of  the  tasks  in  the  program.    Ilov/cvcr,  after  he  was  tauf^ht  to 
perform  the  initial  instructional  task  (one  word  imitations  while  facc- 
to-face  with  the  teacher)  substantial  increases  iu  correct  responding 
in  subsequent  tasks  (one  word  imitations  at  8  and  15  foot  distances) 
were  obtained.    As  can  be  discerned  from  inspection  of  Table  1,  tliis 
effect  became  so  pronounced  that  instruction  was  required  at  only  one 
distance  (face-to-face)  in  Phases  III  and  IV.    That  is.  Ton  made  correct 
responses  in  almost  the  entire  second  half  of  the  program  \-ithont 
instruction  on  the  specific  tasks. 


Insert  Table  1  Mjoxxt  Here 
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Tike  second  indication  of  gcnoraliaation  effects  became  apparent  as  Ton 
proceodeU  through  the  program  requiring  fewer  teaching  trials  across 
tasks  (Table  2). 


Insert  Table  2  About  Here 


Tlius,  it  appears  that  instruction  on  early  tasks  facilitated  correct 
responding  on  subsequent  tasks.    This  effect  was  so  pronounced  that 
instruction  was  unnecessary  at  tlio  last  distance  of  Phase  II,  at  the 
last  two  distances  of  Phase  III  and  at  all  distances  of  Phase  IV. 

Unfortunately,  there  are  several  notable  inadequacies  in  the  program 
design.    Inter-rater  reliability  checks  of  teacher  judgiacnts  of  Tow's 
intensity  of  speech  were  not  obtained.    Obviously,  the  corraborating 
measures  of  an  independent  observer  would  have  provided  much  needed 
reliability  checks.    Uven  though  both  teacliers  judged  Tom's  speecii 
intensity  to  bo  improved  following  instruction,  the  possibility  of 
biased  observations  rennins  a  problem. 

In  addition,  measures  of  generalization  or  follow-up  beyond  those 
involved  in  Phase  IV  were  not  obtained.    Certainly  the  measures  of  iton's 
performance  with  his  regular  teacher  in  his  usual  classroom  are  better 
than  no  attempt  to  assess  generalization  at  all.    However,  a  broader 
sampling  of  the  intensity  of  Tom's  speech  both  before  and  after  inter- 
vention would  have  provided  a  more  adequate  test  of  program  effectiveness. 

Despite  methodological  flaws  it  seems  tliat  at  least  two  points 
might  be  offered.    First,  the  relatively  simple  intervention  described 
appeared  effective  and  expedient  in  increasing  the  speech  intensity  of 
an  adolescent  male  with  a  long  history  of  communication  difficulties. 
Although  at  this  writing  no  new  data  }ias  been  secured  since  instruction 
was  terminated,  the  regular  teacher  reports  that  Tom  lias  continued  to 
maintain  normal  intensity  speech  in  his  classroor».    Although  occasional 
relai'ses  to  lov;cr  intensity  speech  in  out  of  class  settin«is*  (e.fj.,  bus 
line)  have  been  observed,  Tom  has  exhibited  normal  speech'intcnsity  in 
more  situations  than  prior  to  instruction. 

Second,  the  teacher  conceptualized  the  problem  in  a  way  that  allowed 
for  empirical  intervention.    Tliat  is,  the  problem  was  viewed  as  one  of 
stimulus  control.    Ton  had  demonstrated  that  he  was  capable  of  speaking 
within  a  normal  intensity  range,  but  v;as  not  doing  so  in  classroom 
settings.    A  specific  program  was  designed  that  resulted  in  the  use  of 
normal  intensity  speech  at  least  in  classroom  settings.    Furthermore,  it 
seems  that  others  could  use  the  same  or  similar  procedures  to  obtain 
normal  intensity  speecIi  in  other  environments. 
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Table  1 

Phase         Distance  tnltlal  Baseline  Re^Basel Ine 


Trial 

Number  Correct 

Trial 

Number  Correct 

1 ovC   vW^l awO 

1 

i 

2 

0/5 

k 

0/5 

ft    f  AAt 

1 

i  J 

2 

0/5 

2/5 

15  feet 

1 

0/5 

19 

3/5 

iLV 

1 
1 

n/c 

9A 

2 

0/5 

27 

3/5 

o  ree& 

1 

n/c 

2 

0/5 

^  ■ 

V5 

15  feet 

1 

0/5 

38 

5/5 

o/c 

c/c 

lawe^fcw"! SCO 

1 
1 

v/  p 

*t/p 

2 

0/5 

41 

V5 

ft    f  AAf 

1 

1 

p/p 

2 

0/5 

5/5 

15  feet 

1 

0/5 

47 

5/5 

2 

0/5 

48 

5/5 

face-to-face 

I 

0/5 

49 

5/5 

2 

0/5 

50 

5/5 

8  feet 

1 

0/5 

51 

5/5 

2 

0/5 

52 

5/5 

15  feet 

1 

0/5 

53 

5/5 

2 

0/5 

54 

5/5 
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Table  2 


Phase  Distance 
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Teaciiing  Trials  to  Criterion 


I  face-to»face  ft 

I  8  feot  4 

I  15  feet  4 


II  face»to-face  5 

II  8  feet  3 

II  i:^  feet  0 


III  face-to»faco  3 

III  8  feet  0 

III  15  feet  0 


IV  face-to- face  0 

IV  8  feet  0 

IV  15  feet  0 
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